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ABSTRACT OF DISSERTATION

“ADVISE ME!” UNDERSTANDING UNDERGRADUATE STUDENT
PERCEPTIONS OF LEARNING IN ACADEMIC ADVISING

This dissertation is a theoretically driven empirical analysis of instructional
communication in academic advising. It explores the effects of perceived advisor
accommodation on advisee learning. Specifically, it examines whether academic advisors
employ accommodation communication that influence affect, cognitive learning, and
behavioral learning outcomes in advisees. Four hundred and seventeen students were
asked to report on their perceptions of learning through an online cross-sectional survey
that addressed communication accommodation strategies employed in the advisor/advisee
experience. Results show that behavioral learning (measured by intentions) was
significantly predicted by advisor inquiry of school-related content (β = .391, p < .01);
advisor attentiveness (β = -.169, p < .01); affect toward advising content (β = .154, p <
.01); and cognitive knowledge (β = .244, p < .01)].
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CHAPTER ONE: STATEMENT OF THE PROBLEM AND RATIONALE
The National Academic Advising Association (a.k.a. NACADA) (2006) asserts
that “academic advising is integral to fulfilling the teaching and learning mission of
higher education” (p. 1). Advising is integral, in part, because of its role in teaching
students to take an active role in creating and implementing a personal and professional
strategic academic plan. Like traditional classroom teachers, effective academic advisors
are valuable sources of information that mentor students by creating an environment that
encourages learning. They do so, for instance, by demonstrating respect and fostering
positive and trusting interpersonal relationships with their students (Crockett, 1985). In
this sense, teaching is not restricted to the traditional classroom and includes advising as
important to the “central mission” of higher education (Crookston, 1972, p. 17). If
academic advising is in fact an important forum for teaching and learning, then more
empirical research about what and how students learn through advising is warranted. The
research that exists to date “sheds no light on the relationship between advising and
teaching” and consists largely of reflective thought pieces and practical “how to” guides
rather than empirical research (Lowenstein, 2005, p. 73).
Academic advising complements the teaching and learning that occurs in the
traditional classroom environment and, although not teachers in the formal sense,
advisors may still play an important role in enhancing students’ knowledge acquisition.
To clarify, academic advising aids and encourages motivation, autonomy, and self
efficacy. In this sense, advising extends learning opportunities that occur in traditional
classrooms (Chemers, Hu, & Garcia, 2001). But why is advising as teaching and learning
important to study?
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Today, more than ever before, college degrees are often seen as a commodity. As
such, many question the purpose of other areas of college that promote learning but
require institutions to spend more money to keep them afloat (Saleh, Lamkin, & Cox,
2010). One such area that could require such justification is academic advising. However,
higher education should not simply consist of information dissemination. Ignelzi (2000)
explains, for example, that “education isn’t simply presenting more adequate information
in an effective manner; it is a process that must incorporate the developmental readiness
of the student and must construct a developmental bridge between the students’ current
way of understanding and the new way, thus providing a path on which to cross over” (p.
6). More specifically, advising helps fulfill university goals such as developmental
readiness and critical thinking; two important goals found in many universities’ mission
statements. For these reasons, advising is a form of teaching and learning that is crucial
to the higher education learning experience of students.
Academic advising as a form of teaching and learning may be a critical element in
students’ overall development. Its benefits may include creating relationships between
advisor and advisee, building connections between college and the real world, increasing
retention, and fostering alumni relationships.
Rationale
Academic advising can be much more than a means of disseminating information
about class schedules. As a teaching and learning opportunity, advising can be a learningcentered mechanism for creating and maintaining personal relationships. This can help
students understand their personal strengths and weaknesses connected to their life goals
(Lowenstein, 2005; Drake, 2011). In other words:
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Teaching and advising both reflect an ongoing process requiring two way
communication between student and teacher or student and adviser. Effective
teaching and effective advising reflect a developmental relationship that focuses
on the needs and personal growth requirements of the student/advisee. Teaching
is not telling and advising is not telling. (Wade & Yoder, 1995, p.100)
As a teaching and learning opportunity, academic advising may also help students
realize how their curriculum fits within a larger goal of guiding and preparing them for
the world beyond college. When students fail to understand this connection, they “may
graduate believing they have completed a series of unconnected courses, marked by
checks on an arbitrarily mandated list, without being aware that they have also acquired
skills (and marketable ones at that) that can foster self-guided learning” (Reynolds, 2003,
p. 23).
Moreover, academic advising has been called the “cornerstone of student
retention” (Crockett, 1978, p. 1). Although a direct causal relationship has not been made
between academic advising and student retention (considering that many authors examine
a multitude of variables associated with retention), an argument can be made that
academic advising assists students in ways that increase the likelihood that students will
persist. For instance, advising may increase students’ overall satisfaction with college,
foster effective career and educational goal planning, promote effective use of campus
support services, and encourage student contact with faculty outside of the traditional
classroom (Cuseo, n.d.) As Cuseo (n.d.) argues, “research on the perspective of students,
as advisees, repeatedly points to the conclusion that they value most highly professional
advisors … who are accessible, approachable, and helpful in providing guidance that
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connects their present academic experience with their future life plans. It appears the
retention-promoting potential of mentoring programs may be achieved as effectively (and
more efficiently) through advisement programs” (p. 2).
Graduation rates are also positively influenced by academic advising. Ensign (2010)
describes this relationship by stating, “Many colleges whose graduation rates have gone
up markedly in recent years have relied heavily on [academic advisors] to give students a
clearer idea of the coursework needed to earn a degree” (p. 1). Much of the retention and
graduation efforts include academic advising as universities begin to evaluate academic
advising as a major conduit for student success.
Not only can academic advising benefit current students, but it can also encourage
the development of life-long career goals and decision-making abilities of graduates.
Universities should not lose sight of the impact alumni may have on universities in terms
of financial donations and general institutional loyalty. Two major predictors of alumni
donations are satisfaction and perceived educational benefits received from the alma
mater. Benefits include, for example, perceptions of career preparation, as well as
knowledge and skill development (Pascarella & Terrenzini, 1991; Violand, 1998; Hunter,
1997). Satisfied alumni may also have an impact on whether their children will attend
their alma mater, and whether they promote the university in various other capacities.
These are some of the primary goals of a learning-centered approach to advising.
Therefore, the long-term benefits of a learning-centered approach to academic advising
might be realized not only with regard to current students (in terms of satisfaction and
retention), but also to alumni.
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Limitations of Current Advising Models
Recent research on academic advising suggests that it can in fact function as a
teaching and learning opportunity (NACADA, 2006). The traditional model of advising
certainly meets student needs; however, its full potential may not be currently being
tapped. To clarify, a more holistic approach to advising may better serve college students
(Ignelzi, 2000). To do so, however, academic advisors must first change their mindsets
about the purpose of academic advising. To effect this kind of transformation will require
purposeful dedication on the part of individual departments and the university as a whole
– a dedication that some may not believe to be necessary. One means by which to
convince such doubters is to provide data-driven empirical research illustrating the utility
of a more holistic approach to academic advising. Thus, the goal of this dissertation
study is to examine the role of academic advising as a largely untapped teaching and
learning opportunity that could benefit students beyond that of course selection alone.
Advising and Instructional Communication
Instructional communication can be defined as “the study of the human
communication process as it occurs in instructional contexts-across subject matter, grade
levels and types of settings” where the ultimate goal is learning” (Fasset & Warren, 2010,
p. ix). A primary goal of instructional communication research is to understand and
improve the role of communication in the teaching and learning experience for both
teachers and students (Fassett & Warren, 2010). Research supports the notion that
academic advisors function as teachers when their goals are to, among other things,
increase student self-efficacy, responsibility, and motivation (Fassett & Warren, 2010).
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To be conceived as a teaching and learning environment, intentional student
learning outcomes must guide the advising experience. As such, academic advisors may
encourage students to become active participants in their own learning; learning that will
ultimately encourage self-efficacy about making appropriate academic, career, and
personal development choices. This can be done by providing students with a
personalized approach to advising in which academic advisors accommodate students
based on students’ individual needs. This learning-centered approach to academic
advising (Lowenstein, 2005) can help further universities’ mission to foster teaching and
learning within various areas of higher education. Lowenstein (2005) argues that
academic advisors should be (but are currently not) using this learning-centered model.
“Many official and unofficial practices of advisors and advising systems are based on
decisions that reflect a developmental prejudice and could have been made differently if a
different model (such as the learning-centered model) had been the impetus behind them”
(p. 72). Transforming the advising model to enact this learning-centered approach would
encourage developmental readiness and critical thinking (Ignelzi, 2000).
Inherent in this learning-centered model is the need for advisors to enact effective
communication skills. Winston, Miller, Ender, and Grites (1984) confirm that the
advisor as instructor must be “a facilitator of communication” (p. 1). Thus, instructional
communication research focused on the role of communication in instruction is
warranted. The purpose of this study is thus to provide empirical research focused
specifically on the degree to which communication accommodation behaviors enacted by
an advisor influences student learning (affect, cognitive, and behavioral).
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Past research examining teacher accommodation in traditional classrooms
confirms its positive influence on both cognitive learning and affect. Moreover, affect
can act as the “central causal mediator” between perceived accommodation behaviors and
cognitive learning (e.g., Rodriguez, Plax, & Kearney, 1996; Sanders & Wiseman, 1990;
Waldeck, Plax, & Kearney, 2010). For purposes of this study, cognitive learning is
defined as recall and knowledge attained from information received in advising sessions
(Frisby & Martin, 2010). Positive affect is defined as “students’ internalization of
positive liking toward instructional content or subject matter” (Waldeck, Plax, &
Kearney, 2010, p. 170). Because advising research suggests that students should also
learn how to perform various behaviors such as creating schedules, getting involved in
extracurricular activities, and visiting various resource centers on campus, behavioral
learning is also included as a dependent variable (NACADA, 2006). For purposes of this
study, behavioral learning is defined as the “likelihood of actually attempting to use the
behaviors/practices/theories recommended” (Sanders & Wiseman, 1990, p. 346).
Proposed Study
This dissertation study employs an instructional communication theoretical
perspective to examine advising as a form of teaching and learning. More specifically,
this analysis focuses on the perceived effects of advisor communication accommodation
behaviors on advisee learning (i.e., positive affect, cognitive learning, and behavioral
learning).
Current research on advising as a form of teaching and learning recommends that
advisors take a learning-centered approach (e.g., Hunter, McCalla-Wriggens, & White,
2007; Lowenstein, 2005). The goal of this dissertation study is to begin to build a
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foundation for best practices in academic advising as a teaching and learning experience;
a teaching and learning experience informed by advisor accommodation as it affects
perceived affect, cognitive learning, and behavioral learning.
Ultimately, conclusions drawn from this dissertation study may provide a
foundation for creating training programs for academic advisors about methods they can
use to positively influence student learning. As such, this study seeks to contribute to
what may become a growing line of research about academic advising as teaching and
learning, as well as instructional communication theories that may inform advising best
practices.
Organization
This dissertation is organized into five chapters. The first chapter provides an
explanation of the problem and rationale for this study. Chapter two grounds the study in
relevant research and proposes research questions. Chapter three details the methods
employed to conduct the analysis and chapter four describes the results. Finally, chapter
five proposes conclusions and implications, as well as offers suggestions for future
research.

Copyright © Schyler Simpson 2013
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CHAPTER TWO: REVIEW OF RELATED LITERATURE
This dissertation study provides a theoretically driven exploratory empirical
analysis of advising as a form of teaching and learning by examining the perceived
effects of advisor communication accommodation on advisee learning. Specifically, the
study examines whether academic advisors accommodate their language and behaviors in
ways that influence affect, cognitive learning, and behavioral learning outcomes in
advisees. This chapter provides a summary of the current research on the status of
academic advising in higher education. From there, an explanation of Giles’s (1973)
communication accommodation theory as a grounding for the proposed study is offered.
Finally, the two lines of research are juxtaposed to form an instructional communication
research question and hypotheses.
Academic Advising in Higher Education
Research focused on academic advising as a form of teaching and learning has
increased over the last decade. Most of these studies support the claim that academic
advisors may be conceived of as teachers when their goals are to increase the likelihood
of particular learning outcomes relevant to formal advising (Hunter et al., 2007).
In essence, academic advisors help students acquire the knowledge needed to
make informed decisions about college (e.g., degrees, classes, extracurricular activities)
and life after college (e.g., personal and professional life goals) (Smith, 2005). Advising
can be conceived as a form of teaching when sessions are designed in ways that provide
advisees an opportunity to take an active role in creating their own personal and
professional strategic plan. Effective advisors achieve these goals when they are
accessible mentors that do more than provide information. Like effective teachers in
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traditional classroom settings, effective academic advisors intentionally foster positive
interpersonal relationships with their advisees by creating a supportive communication
climate that encourages learning (Crockett, 1985).
Unlike teachers in many traditional classroom settings, however, academic
advisors have a unique opportunity to get to know a student’s individual needs, values,
and goals through one-on-one interactions that privy “trust” and “mutual respect” (Hunter
et al., 2007, p. 1). Some research suggests that personalizing the academic advising
experience contributes to successful attainment of learning outcomes and, thus, should be
a primary goal of academic advisors (Nadler & Nadler, 1993; Kramer, Arrington, &
Chynoweth, 1985). One means by which to achieve this goal may be to accommodate
language and behaviors to each student (e.g., Daller, Creamer, & Creamer, 1997; Hunter,
McCalla-Wriggens, White, 2007). What is unclear, however, is whether advisees
perceive such language and behaviors in the way advisors intend. Thus, this dissertation
study focuses specifically on communication accommodation language and behaviors of
advisors as perceived by advisees with regard to affect, cognitive learning, and behavioral
learning.
Academic Advisors
Within the context of higher education, academic advisors usually fall into one of
two categories: professional advisors or faculty advisors. Whereas advising typically
constitutes the primary role of professional advisors, faculty advisors are responsible for
other teaching, research, and service obligations in addition to advising. Because faculty
advisors must juggle many responsibilities beyond advising, their academic advising
sessions may be shorter than those conducted by professional advisors. Faculty advisors
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also may be less informed to address advisee questions than professional advisors.
Professional advisors are hired specifically for the purpose of advising and although they
may have other service responsibilities, they can often be more available than faculty
advisors (University of Missouri, 2011). Also, previous research indicates that some
faculty advisors do not believe establishing a personal relationship with advisees is or
ought to be part of their advising responsibilities (Wadden & Herzog, 1982). Thus,
conclusions from this dissertation inform implications for professional advisors.
Advisors as Teachers
Teaching may be defined in a variety of ways. For purposes of this dissertation,
teaching is broadly defined as it occurs within and beyond traditional classroom settings.
Moreover, the ultimate goal of effective teaching is “to take learning beyond rote
memorization and bring it to a deeper dimension: one in which students become the
protagonists of their educational process and engage in reasoning that leads to deeper
understanding” (Altstaedter, 2007, p. 336). In doing so, students “gain confidence in
themselves” and “become more successful learners” (p. 336). Based on this definition of
teaching, academic advisors may in fact be considered teachers.
Advisees as Learners
The outcome of teaching must be measured by learning whether it occurs in a
traditional classroom setting or beyond it. And, for researchers studying instruction,
“what students learn is the bottom line” (p. 396). Just as teaching is broadly defined for
this study, so, too, is learning. To clarify, Kolb (1981) suggests that learning should be
defined in terms of “modification of behavior” as it occurs within the broader context of
knowledge acquisition (p. 234). Approaching learning from this perspective lends itself
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to “a greater psychological understanding of how individuals acquire knowledge in its
different forms” (p. 234).
Kolb is not alone in contending that learning must be measured by both cognition
and behavior. Others echo similar claims. For example, learning extends students
“abilities in critical thinking and analysis” and develops “their capacities to synthesize,
imagine and create” (NIE Study Group, 1984, p. 28). Moreover, Boyer (1987) argues
that undergraduate learning involves active and “disciplined inquiry that leads to the
intellectual empowerment of students” (p. 151). Similarly, Curry (1983) describes the
learning process as “adaptive, future focused, and holistic, affecting an individual’s
cognitive, affective, social, and volitional skills” (p. 2). Ultimately, learning occurs when
students author their own knowledge in the context of existing knowledge. In other
words, “knowledge is socially constructed by knowledgeable peers” (Baxter Magolda,
2000, p. 98).
Thus, teaching and learning involves more than information dissemination and
knowledge acquisition. Learning is an interactive process in which the teacher and
learner work together to create mutual understanding concerning a wide variety of
material, material that is not necessarily confined to the classroom. Of the definitions
reviewed, none restrict knowledge acquisition and behavioral outcomes to the traditional
classroom. Thus, none discount the argument that learning can take place in the context
of academic advising. Thus, this dissertation focuses on three student learning outcomes
that may occur within academic advising sessions: affect, cognitive learning, and
behavioral learning.
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Affect, Cognitive Learning, and Behavioral Learning
Affect. This dissertation intentionally focuses on affect rather than affective
learning in line with the distinction described by Sprague (2002). Affect can come in the
form of positive or negative feelings, values, appreciation, and attitudes toward a
particular stimulus. For this dissertation study, affect focuses specifically on student
perceptions of the academic advising experience (Krathwohl, Bloom, & Masia, 1973).
Positive affect may be defined as “students’ internalization of positive liking toward
instructional content or subject matter” (Waldeck et al., 2010, p. 170). Advisees that have
a positive affect toward advising and/or advisor may be more motivated to listen to and
follow the advice being offered. As Clark (1999) explains, positive affect may result in
“compliance in responding, willingness to respond, or satisfaction in responding” (p. 1).
Thus, some specific positive affect outcomes in an advising setting may include a
positive attitude, as well an appreciation for the advisor and content being discussed in
advising sessions (Mottet & Richmond, 1998).
Cognitive learning.

Cognitive learning is defined for this dissertation study as

knowledge acquisition of information received in advising sessions (Frisby & Martin,
2010). Specifically, cognitive learning may include recalling facts, procedures, and
concepts accurately (Bloom, 1956). Cognitive learning outcomes in the context of
advising may range from being able to recall information accurately about classes to
conceptualizing ways to solve problems related to academic concerns (Lowenstein,
2005). Advisors may help students learn, for example, time management strategies,
problem-solving approaches, and realistic goal-setting. Chickering (1994) claims that
doing so helps students develop “a sense of being” that may motivate them to take charge
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of their futures (Chickering, 1994, p. 53). In sum, cognitive learning outcomes from
advising experiences may include knowing needed information about classes to take,
majors to choose from, future career options, campus resources, student responsibilities,
and problem-solving techniques.
Behavioral learning. Behavioral learning may be defined as taking appropriate
action based on what occurred in the context of teaching and learning. For purposes of
this dissertation study, behavioral learning is measured by student reports regarding
behavioral intentions. In other words, behavioral learning is conceptualized by the
“likelihood” reported by an advisee to perform the behaviors recommended by the
advisor (Sanders, & Wiseman, 1990, p. 346). As previous research has indicated,
behavioral intentions are often the best predictor of future behaviors (Fishbein & Ajzen,
1975). Behavioral learning outcomes for advisees may include seeking out more
information for support services, tutoring opportunities, other majors/minors, study
abroad opportunities, internships, career/graduate school opportunities, and leisure/social
activities. These services represent the variety of topics of conversations that students and
advisees discuss during sessions (Hunter, McCalla-Wriggins, & White, 2007).
Each of these three learning outcomes may be influenced by teacher behaviors. In
other words, affect, cognitive learning, and behavioral intentions could be influenced by
the interpersonal interaction that takes place between advisor and advisee. Within the
traditional classroom, teacher immediacy behaviors have been shown to positively affect
student perceptions of affect, cognitive learning, and behavioral intentions (e.g., Witt et
al., 2010; Sanders & Wiseman, 1990; Christensen & Menzel, 1998). Since the argument
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has been made that advisors can act as teachers, it follows that advisor immediacy may
also positively affect learning.
Immediacy is defined as “a cluster of communication behaviors that enhance
closeness to and nonverbal interaction with another” (Witt et al., 2010, p. 201). Instructor
immediacy is expressed as approach or liking that enhances the teacher-student
interpersonal relationship. Nonverbal immediacy can be defined as various instructor
nonverbal behaviors such as smiling, nodding, eye contact, relaxed posture, leaning
forward, and appropriate touch. Nonverbal immediacy can also include verbal tone, pact,
intensity, and pause.
Verbal immediacy can be defined as expressions of proximity, attention,
probability, using students’ names, inclusivity, concern for students, openness, detailed
explanations, appropriate humor, and conversations with students before and after class.
Verbal and nonverbal immediacy can affect perceptions of teacher clarity, caring, and can
affect student motivation,
which can positively affect various learning outcomes (Witt et al., 2010).
An interesting aspect of both verbal and nonverbal immediacy is that they can be
perceived in various environments outside of face-to-face interactions including video
interactions. Therefore, nonverbal and verbal immediacy can still influence student
outcomes even when the interactions are not face-to-face. Nonverbal immediacy
specifically is positively associated with student motivation, motivation to study, student
evaluations of both the course and instructor, outside of class communications, and
decreased communication apprehension. Nonverbal immediacy is very intertwined with
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other behaviors and they often “moderated the effects of instructional technology use,
instructor misbehaviors, and behavior alteration techniques” (Witt et al., 2010, p. 207).
Relationships Among Immediacy and Learning
According to Rodriguez, Plax, and Kearney (1996), immediacy behaviors can
influence affect, which can in turn influence cognitive learning. Moreover, although
behavioral intentions was not a dependent variable in the Rodriguez, Plax, and Kearney
study, behavioral intentions has been shown to be positively influenced by teacher
immediacy (i.e. convergence; Sanders & Wiseman, 1990). In a similar vein, Christensen
and Menzel (1998) determined that immediacy behaviors predict learning outcomes, but
more specifically, there is a linear relationship between them. When gathering data from
real-life experiences, immediacy behaviors predicted affect, which predicted cognitive
learning, which predicted behavioral intentions. Behavioral intentions did not occur
unless affect and cognitive learning occurred (Christensen & Menzel, 1998).
As the literature progresses, the learning goals within academic advising reflect
the definitions of affect, cognitive learning, and behavioral intentions. Each type of
learning is important in the overall scheme of developing a curriculum and learning
outcomes within advising practices.
Academic Advising as Instructional Communication
Instructional communication seeks to understand and improve the teaching and
learning experience for both teachers and students (Fassett & Warren, 2010). Although an
argument can be made that academic advisors may function as teachers, additional
empirical research is necessary in order to make the connection between academic
advising and affect, cognitive learning, and behavioral intentions. By using
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communication accommodation theory and instructional communication research as a
lens to explore the phenomenon, researchers and advisors alike can begin moving in a
direction that promotes student learning within an academic advising context.
This dissertation explores various learning outcomes that can be achieved through
advisor accommodation. Past research reveals that perceived communication
accommodation behaviors by teachers in traditional classrooms influences positive affect,
cognitive learning, and behavioral intentions (e.g., Rodriguez, Plax, & Kearney, 1996;
Sanders & Wiseman, 1990; Waldeck, Plax, & Kearney, 2010). However, additional
research is needed to explore whether and how communication accommodation behaviors
enacted by academic advisors might influence affect, cognitive learning, and behavioral
intentions in advising contexts. . This dissertation seeks to do just that: provide a starting
point for how advisors might foster an interpersonal relationship using accommodation
behaviors that ultimately positively influences affect, cognitive learning, and behavioral
intentions in advisees.
Communication research is interested in messages, and instructional
communication research is concerned with teaching and learning. Support for perceived
accommodation behaviors as an influence on affect, cognitive learning, and behavioral
intentions can propel communication (and instructional communication) research in this
area. Once exploratory research has given theoretically sound and empirically driven
support for advising as a form of teaching and learning that positively affects learning,
future research can begin to explore specific advisor messages that advisees perceive to
influence affect and/or cognitive learning. For example, what advisor messages
encourage an advisor-advisee relationship that increases the likelihood of perceived affect
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and ultimately affects perceived cognitive learning? Also, researchers may begin creating
a best practices model for advisors to follow that encourages particular accommodation
messages that influence perceptions of learning outcomes; a model that could eventually
become a generalizable training program.
Considering that communication accommodation theory has been widely used in
instructional communication (which will be detailed later) to explain teacher behaviors as
an influence on learning outcomes, results of the study can impact instructional
communication theory in a variety of ways. Teacher immediacy and teacher rapport have
been the primary teacher behaviors used to test the theory. Empirical support for
advising as a form of teaching and learning can provide an extension by examining an
area outside of the traditional teaching and learning environment (e.g. the classroom) and
by examining other teacher behaviors including adapting the manner and content of
verbal one-on-one interactions with advisees in order to create and maintain personal
relationships, and influence students’ perceived affect, cognitive learning, and behavioral
intentions (Witt et al., 2010).
Academic Advising as a Form of Teaching and Learning
Although academic advisors can be conceived as teachers, their roles and
responsibilities regarding students are also different in important ways. While teachers’
roles and course content are shaped by their discipline, advisors’ roles and content are
shaped by the mission of the university and by individual needs of students. In other
words, “an advisor has to be student and institution centered simultaneously” (Donnelly,
2009, p. 2). Through advising, students learn how to become actively engaged in the
higher education system by thinking critically about their roles as students at the
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university and as adults in a larger society. Affect, cognitive learning, and behavioral
intentions are directly related to the relationships advisors foster with their advisees
(Lowenstein, 2005). Three important components of academic advising, regardless of the
institution, are: the curriculum, the pedagogy, and the specific student learning outcomes
(NACADA, 2006). This curriculum highlights a variety of important aspects, and
advisors have a unique opportunity to individualize the interaction with students, and get
to know them on a personal level. Much like that of the classroom, the advising
pedagogy requires “preparation, facilitation, documentation, and assessment” even if
advisors choose different methods or techniques to adhere to this pedagogy (NACADA,
2006, p. 1).
Two distinct methods for advising have been conceived by both NACADA
(2006) and Crookston (1972). Advisors can use either a prescriptive or developmental
methods to teach students, A prescriptive method treats the relationship as a
doctor/patient relationship-with the doctor being the all-knowing figure that offers
information, which the patient receives and uses. If there is a problem, the responsibility
inherently lies on the advisor or “doctor” because he or she is the one that gave the bad
advice. The developmental model places the instructor and student on a level playing
field. Each brings their own knowledge to create a relationship that helps each person
learn information from the other. In an advising relationship, the advisor should help the
advisee explore who he/she is, and hopes to be. The curriculum should be based around
developmental discussions. In order for this to occur, a relationship must be established
between the advisor and advisee.
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The advisor must establish the relationship as the first order of business, which
means that the control and responsibility in the relationship is negotiated. A prescriptive
relationship can derail any type of meaningful learning on the part of the student, and it is
ultimately the advisor’s responsibility to establish a developmental approach to the
relationship in the very first meeting in order for the student to see from the beginning
that advisors can inspire all types of learning on many different levels.
Lowenstein (2005) argues that three dominant models of advising actually exist:
prescriptive, developmental, and learning-centered. The prescriptive method simply tells
the students what classes to take while the developmental model privies an interactive
method where advisor and advisee are both actively engaged participants which
facilitates the student’s personal development. Although the prescriptive method can be
an important model at times, it cannot be the only method an advisor employs. However,
there is one method that is recommended over both the prescriptive and developmental
models: the learning-centered approach. The learning-centered approach situates the
developmental approach within specific learning outcomes for advisees.
In a learning-centered approach, an effective advisor not only helps students
develop a curriculum of study, but also helps them create and understand the logic of the
curriculum (which can foster a sense of responsibility and autonomy). The various types
of learning occur when a student understands not only what a course is, but how and why
it fits in with their overall plan of study. This understanding occurs by engaging in
meaningful conversations in which the advisee feels comfortable with the advisor to
discuss and assess personal attributes of the advisees which can guide them in their
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education (Lowenstein, 2005). According to Lowenstein (2005), cognitive learning and
behavioral intentions can be specifically facilitated in the following ways:
-

Helping students understand the general undergraduate curriculum and how it
helps support the student’s overall education.

-

Making sure the student understands the connection between the different
areas of study by asking challenging questions such as “How is reasoning in
natural science similar to that in social science” in order to help them
understand the connections (p. 70).

-

Helping students understand what classes are needed so the students
themselves can sequence their classes in terms of pre-requisites and
knowledge needed to be successful in each class.

-

Helping students make connections between content taught in different
courses across the curriculum.

-

Bringing attention to “transferable” skills such as writing and speaking that
are present in many classes across the curriculum (p. 70)

When students are aware of how the individual pieces of their curriculum fit together,
students are more likely to learn more in the class because they understand how and why
it is beneficial to their overall education. In other words, they understand why the course
is important (Lowenstein, 2005).
Lowenstein’s (2005) discussion mainly includes what advisors can teach about
curriculum, but the learning centered approach can also include more personalized
approaches to encourage affect, and this is where the facets of the developmental
approach come into play. Advisors can help students understand their roles throughout

21

various point in their life, such as the role of a student or a citizen in the larger
community by helping students develop autonomy, integrity and responsibilitycharacteristics that Chickering (1994) says are the most important skills learned in
college in order to be successful. Advisors can help develop these student characteristics
by helping them create a holistic curriculum where students develop the necessary skills
in college to be successful in their future careers, chosen life-styles, and families.
Advisors may also help students through a wide variety of situations including
helping them learn time management, ways to explore solutions to different problems,
ways to make realistic goals and be realistic about future endeavors, and helping them in
various ways. These characteristics can only be developed when an interpersonal
relationship has been built between advisor and advisee (per the importance of a learningcentered approach), which allows the student to feel comfortable discussing various
issues with their advisors. According to Chickering (1994), advisors can help students
develop a “a sense of being” about being autonomous and taking charge of their own
futures in several ways. Advisors can:
1. be “sounding boards” about academic thoughts and issues (p. 53).
2. help advisees integrate a variety of information into their college career
including information from family, faculty, friends, career centers, etc..
3. help advisees understand what they have learned and how they have
developed and what they need to learn/develop in the future.
Along with establishing clear learning outcomes, developing a personal relationship is
integral to influencing advisees’ perceptions of affect. If advisors are supposed to teach a
variety of college and life lessons, students must feel comfortable enough to come to their
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advisor with personal problems/situations, especially those related to their academic
endeavors. Advisor teaching should also include a wide variety of learning outcomes
including the facilitation of the development of various cognitive abilities that encourage
students to become active agents in their college experience. However, advisors can only
facilitate cognitive abilities once a personal connection has been made between the
advisor and advisee.
Learning Outcomes Within the Advisor/Advisee Relationship
Student learning outcomes (affect, cognitive, and behavioral) are essential in an
advising as teaching and learning context. It follows that advisors must be able to assess
the interactions (Hunter et al., 2007). Student learning outcomes can include, but are not
limited to:
-Feelings of connection toward the advisor that allow the student to be open about
values, needs, wants, and abilities (affect)
-Creating a plan of study based on the individual’s needs, wants, abilities, and
values (cognitive and behavioral intentions)
-Being able to use a wide variety of resources and information to make decisions
and perform behaviors to reach goals (behavioral intentions)
-Gaining a sense of responsibility for academic and future goals (cognitive
learning)
Creating a clear set of learning outcomes gives academic advisors and institutions
an avenue for developing and assessing a cohesive curriculum. This provides a starting
point both within and outside the advising community for understanding the role of
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professional advisors, and how this role is not limited to simply telling a student what
classes to take.
Hemwall and Trachte (2005) propose ten vital organizational principles that
advisors should adhere to when creating learning outcomes in order to increase the
likelihood of advisee affect, cognitive learning, and behavioral intentions. The “ten
organizing principles answer the two core questions raised by a focus on learning. What
should the student learn through advising? How might the learning take place? (p. 74).
These ten organizational principles alone do not ascertain whether learning has actually
occurred, which is one area of the literature that needs to be expanded. However, they
can still be utilized as a way to connect academic advising and learning. As stated by the
authors, “Academic advising, the one element in all institutions that is formally structured
into the student’s academic life, truly becomes the context in which connections between
the student’s individual goals and the institutional mission can be discussed” (p. 82).
Because advising is required in many institutions, it can become an important avenue for
discussing connections between an advisee’s goals and the mission of the university.
In order to facilitate the ten principles, university mission statements were
analyzed to identify the common themes, because students and advisors alike must
understand the purpose of the university’s mission statement in order to understand the
purpose of higher education.
The first principle states that advisors should consider the college’s mission
statement when developing their learning outcomes in order to encourage students’ to
understand the relevance of the concepts in the mission statement to their own higher
education experience. The second principle states that advisors should encourage critical
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thinking by getting students to participate in self-reflection about what their goals are and
what they hope to achieve in college. This can involve thinking about past experiences
and how those experiences have affected their interests and goals in higher education and
beyond, as well as having advisees partake in free writing where students have the
opportunity to write and reflect on their experiences. Third, students should learn about
how to achieve their own personal goals as well as the goals outlined in the mission
statement. This principle requires advisors to tap in to specific resources on campus that
students will need, which means that advisors must alter their suggestions specifically to
the students they are advising in order for students to take advantage and visit campus
resources. The fourth principle is for advisors to help students become aware of their
strengths and weaknesses when it comes to certain classes, learning styles, study habits,
etc. in order to help students decide the route that best suits them, so they may register for
classes based on their own interpretations of their skills. For example, if a biology class
presents more barriers for a student, the advisor may want to help the student assess
whether pre-med is the best direction to go, which ultimately leads the student to perform
registration behaviors that best fit their abilities (Hemwall & Trachte, 2005).
In the fifth principle, advisors should understand that many students will approach
this relationship in a prescriptive way, and they will also see the role of college in their
lives as a means to an end. The advisor should understand the students’ mindsets and
instead of becoming disconcerted, the advisor can become a teacher that helps students
learn and understand a different perspective. The sixth principle is to understand
students’ backgrounds in order to help understand how they frame their role as a college
student. If student beliefs are cynical or detrimental to their success in college, advisors
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can move conversations in a way that makes students question their current beliefs and
values in order to move them in a more productive direction, and foster/manage an
interpersonal relationship. This too will require students to understand how their past
experiences have affected various points of view. The seventh principle is trying to get
advisors to create an atmosphere that helps students actively engage in cognitive learning
specifically by asking them rhetorical questions so that students must critically think
about and defend their ideas and beliefs. The eighth principle states that although a
dialogue is being exchanged between advisor and advisee, the advisor, as the advanced
learner, should still lead the dialogue in particular directions and add their own
knowledge to the discussion. The ninth principle is very similar to the eighth in that it
reiterates the point that advisors are ultimately the ones who guide the advisees in ways
that makes students think critically about their role in college. Finally, advisors are
encouraged to (a) create a dialogue where students discuss and recognize the benefits of
contradictions, problems, and concerns, as well (b) to face difficult issues advisees bring
up with an open mind (Hemwall & Trachte, 2005).
The principles guiding a successful learning-centered academic advising
experience is an area of research that privies the relationship between advisor/advisee and
seeks to improve the overall learning experience for the student (i.e. advisee). This
definition summarizes a major goal of the instructional communication field in that it
brings together the important tenets of the theory and the guiding principles behind
learning-centered advising to provide support for advising as a form of teaching and
learning that is influenced by advisor behaviors. By examining this relationship from an
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instructional communication perspective, both theory and research can be expanded to
create a positive learning experience within the advising context.
Advising encourages learning in particular ways which may remain abstract until
the advisor begins assessing how particular learning outcomes are applicable to particular
students. Also, the advisor should understand that changing the content of an advising
session according to the particular student is key in achieving these outcomes. A strong
theoretical foundation becomes paramount when trying to understand whether
accommodating students individually within advising sessions truly leads to learning
outcomes. Although several theories may provide some insight into this phenomenon,
Giles’s (1973) communication accommodation theory offers one possible explanation.
Communication Accommodation Theory
Communication accommodation theory was originally developed as speech
accommodation theory, which sought to explore how people change their speech
patterns, such as dialect and speaking rate, in order to achieve relevant goals (Giles,
1973). Giles, Mulac, and Bradac (1987) renamed the theory and extended the
propositions to how people alter not only their speech, but also their vocal patterns and
nonverbal behaviors to accommodate others (Gallois & Callan, 1991).
Communication accommodation theory emerged as a result of Giles (2008)
“observing changes in my own and others’ speech styles, together with the consequent
effects of these changes” (p. 121). Originally used to understand intercultural
communication, and more specifically, intergenerational communication (Gallois,
Franklyn-Stokes, Giles, & Coupland, 1988), over the years, CAT has evolved to “an
integrated, interdisciplinary statement of relational processes in communicative
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interaction” (Giles, Coupland, & Coupland, 1991, p. 2). Intergenerational
communication overwhelming finds that older generations under-accommodate younger
generations, resulting in communication breakdown between older and younger
generations (Giles, 1998).
Over the years, the theory has found a place in multiple settings beyond the
intercultural/intergenerational including organizational communication, health
communication, and small group communication, and more recently, instructional
communication (Giles, Coupland, & Coupland, 1991). In these various contexts, CAT
has been used to address a variety of issues including convergence, divergence, and
overaccommodation in communicative experiences. Specifically in an instructional
communication setting, verbal immediacy has been linked to CAT in that “people adapt
the manner and content of their verbal communication to the perceived preference or
style of the receiver and context” (Witt, Schrodt, & Turman, 2010, p. 209). Therefore,
because students have expectations that instructors are “personable and engaging,”
instructors may engage in immediacy cues (p. 209).
Tenets of Communication Accommodation Theory
Communication accommodation theory asserts that “communicators are
motivated to adjust their speech styles with respect to one another as a means of
expressing values, attitudes, and intentions: and depending on the goals of the speaker, a
person will intentionally attempt to minimize or maximize differences” (Street & Giles,
1982, p. 205). Others will respond to the speaker based on how the accommodation (or
lack thereof) is perceived. Speakers employ two primary communication
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accommodation strategies: convergence and divergence. Several additional strategies
(e.g. overaccommodation and underaccommodation) are also sometimes used.
Convergence refers to the strategy in which the goal of the speaker is to be
perceived as similar to the other speaker, and this desire for approval leads a speaker to
alter speech behaviors (e.g., language, punctuation, speech rates, etc.). These behaviors
promote social acceptance and integration (Giles & Smith, 1979). When convergence is
perceived by others, receivers become more attracted to and respond more favorably to
the speaker (Broome, 1983).
Divergence refers to the strategy in which a speaker’s goal is often to remain
distinctive, or he or she wants to demonstrate independence and autonomy from the
other. Speakers may deliberately change their speech behaviors to diverge from others.
Divergence has been extensively studied in intergenerational encounters in which
younger speakers see people in older generations as being closed-minded or out of touch.
In this case, people use language that creates a wider distance between themselves and
others and use age as an excuse for not converging, a strategy known as selfhandicapping.
Divergence does not always mean that a speaker desires to create distance
between themselves and others. Divergence may be used in an attempt to make the other
person in the conversation change his or her speech styles (Giles et al., 1987). For
example, a person may slow his or her speech rate while talking to someone who is
speaking very quickly in the hopes that the other speaker will slow his or her speech rate.
Two additional strategies are overaccommodation and complementarity (also
known as maintenance or underaccommodation). Overaccommodation refers to the
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strategy in which a speaker converges to the point where others in the conversation
perceive the speech changes to be demeaning or patronizing, which can lead to
disapproval. Complementarity is a deliberate strategy in which a speaker does not
converge nor diverge with others. For example, when social or power differences are
present, "conversants may opt to maintain an exchange of communicative dissimilarity"
(Street, 1991a, p. 135). While engaging in the complementarity strategy, the perceptions
from others in the conversation are deemed inappropriate and disapproval will often
occur.
Communication Accommodation in an Advising Context
Prior research on advising shows that advising is more effective in eliciting
learning outcomes when advisors alter their communication with advisees in ways that
encourage an interpersonal relationship between advisor and advisee, stress personal
connectedness, genuine concern, and accommodation based on the specific needs of the
advisee (Lowenstein, 2005; Pizzolato, 2008). Advisors can help students “master” the
environment in terms of “academics, social/daily life, and relationships” by engaging in
one-on-one interviews that assess the students’ current abilities to think and learn about
certain topics (Hunter et al., 2007, p. 10). Advisor behaviors can include sitting close to
the student, making eye contact, asking students questions about their school life in order
to build an environment of perceived trust and security (Hunter, et al., 2007).
Communication accommodation theory has yet to be applied in the advising
context to help explain how advisors can elicit an influence on affect, cognitive learning,
and behavioral intentions. Using communication accommodation theory in a new way is
an additional benefit of choosing this theory in that the study will not only include theory
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testing, but theory building. Even though CAT has not been applied to this context, by
integrating instructional communication literature with advising literature, an argument
can be made that solidifies the purpose for using CAT in an advising context with affect,
cognitive learning and behavioral intentions being possible outcomes. Two important
tenets of communication accommodation theory state that receivers will respond to the
speaker depending on whether accommodation behaviors are perceived. When
convergent behaviors are perceived (like the aforementioned behaviors concerning the
student with a child), receivers will become more attracted and will respond more
favorably (i.e. will approve of) the speaker, which is the goal of a convergent speaker
according to CAT (Broome, 1983).
This approval could be argued to be affect which is defined in the instructional
communication literature as students developing a liking (i.e. approval) for various
instructional elements such as liking toward an instructor and liking toward the
content/material (Waldeck et al., 2010). Affect has been shown to act as a mediating
variable between teaching behaviors (e.g., verbal tone, intensity, pause, language choice,
expressing concern for the individual, and openness) and cognitive learning in the
instructional literature (Rodriguez, Plax, & Kearney, 1996; Witt, Schrodt, & Turman,
2010).
Particular teaching behaviors (e.g., verbal tone, intensity, pause, language choice,
expressing concern, etc.) are defined as immediacy and not necessarily convergent
accommodation behaviors in the instructional communication literature. However, based
on the definition of convergence in communication accommodation theory, immediacy
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could be considered convergent accommodation behaviors that the speaker modifies in
order to minimize distance and differences.
Therefore, if perceived convergent advisor behaviors lead to approval, and the
definition of affect mirrors approval, then cognitive learning could be a possible criterion
variable. In this case, as literature suggests, affect could act as a potential mediating
variable in the relationship between perceived advisor accommodation and cognitive
learning (Rodriguez, Plax, & Kearney, 1996). As previously mentioned, according to
Rodriguez, Plax, and Kearney (1996), immediacy behaviors can influence affect which
can influence cognitive learning, and even though behavioral intentions had not been
studied as an additional dependent variable in this equation, behavioral intentions has
been studied as being positively influenced by teacher immediacy (i.e. convergence;
Sanders & Wiseman, 1990). Similarly, Christensen and Menzel (1998) determined a
linear relationship between immediacy (e.g. accommodation), affect, cognitive learning,
and behavioral intentions in which behavioral intentions did not take place with cognitive
learning which required the presence of affect.
Since the purpose of this study is to determine whether perceived advisor
accommodation influences affect, cognitive learning, and behavioral intentions,
communication accommodation theory provides a solid theoretical foundation. Academic
advising is a vital part of a student’s higher education experience, with the “the
approachability of advisors” being the one of the most “satisfying” aspects of students’
experiences with advising” (National Research Report, 2009, p. 1). Therefore, it is
necessary to not only understand how to encourage positive academic advising
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experiences, but also to discover how advisor behaviors could student perceptions and
learning experiences during advising sessions.
Advisor Accommodation Model
Based on the aforementioned literature review, an advisor accommodation model
was created to test the effects of certain accommodation behaviors on affect, cognitive
learning, and behavioral intentions. Previous research has indicated that a linear
relationship exists between accommodation behaviors, affect, cognitive learning, and
behavioral learning/intentions (Christensen & Menzel, 1998). The advisor
accommodation behaviors were chosen from Lowenstein’s (2005) analysis of the
learning centered approach to academic advising, and Hemwall and Trachte’s (2005) ten
organization principles for advisors. Several advisor accommodation behaviors were
conceptualized by the author as advisor inquiry of school-related content, advisor openmindedness, advisor helpfulness, and advisor attentiveness.
Hunter et al. (2007) provided the primary foundation for conceptualizing and
operationalizing affect, cognitive learning, and behavioral intentions. Two separate
affect variables were included, because not only to advisees have affect toward the
advisor; they also have affect toward the message content that is discussed during
advising sessions. Cognitive learning was conceptualized and operationalized based on
the idea that advisors and advisees should co-create a plan of study based on the
advisee’s individual needs, want, abilities, and goals. Behavioral intentions were
conceptualized and operationalized as advisees’ intentions to use a wide variety of
resources and information to make decisions and perform behaviors to reach goals
(Hunter et al., 2007) (See Figure 2.1).
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Figure 2.1. Advisor Accommodation Model
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Hypotheses
The purpose of this dissertation study is to determine whether perceived advisor
accommodation influences affect, cognitive learning, and behavioral intentions with a
linear relationship existing between accommodation, affect, cognitive learning, and
behavioral intentions. Therefore, the following hypotheses are posed.
H1: Cognitive learning predicts behavioral intentions.
H2a: Affect toward the content is predicted by advisor accommodation strategies.
H2b: Affect toward the advisor is predicted by advisor accommodation strategies.
H3: Cognitive learning is predicted by both advisor accommodation strategies and affect
toward the content and affect toward the advisor.
H4: The accommodation advisor model will significantly predict behavioral intentions.
Summary
Research suggests that advising is a form of teaching and learning that could be
shaped by the communication attributes of the advisors. Therefore, the purpose of this
study is to provide theory-driven empirical research that seeks to understand whether
advisor accommodation behaviors influence affect, cognitive learning, and behavioral.
Past research reveals that perceived teacher accommodation in traditional classrooms
affects cognitive learning and affect can act as a mediator (Rodriguez, Plax, & Kearney,
1996). Therefore, the current study should provide support for whether cognitive
learning and behavioral intentions may be predicted by perceived advisor
accommodation, and whether affect is a mediator of the relationship between perceived
advisor accommodation and both cognitive learning and behavioral intentions.
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CHAPTER THREE: METHODS
Methods
Research indicates that individual students have unique advising needs
(NACADA, 2007). Thus, effective advisors must assess each particular student in terms
of his or her needs, goals, interests, and skills and adapt their approach to address them
appropriately. This chapter describes the methods employed for this analysis of an online
cross-sectional survey to examine how well communication accommodation theory
explains the advisor/advisee experience.
Participants
Participants included 417 students enrolled in communication skills courses at the
University of Kentucky during the Spring 2013 semester. This represents a target
population of at least 400 participants to garner a medium effect size. In order to
participate in the study, participants had to meet the following inclusion criteria:
1. Be at least 18 years of age or older
2. Have met with their primary advisor at least once in the 2012-2013 school year.
(For the purposes of this study, if a participant had more than one advisor during
that time, the primary advisor was defined as the advisor that a participant met
with most often.)
Of the 417 participants in the sample, 49.8% (n=208) were male and 50.1% (n=209)
were female. Students ranged in age from 18 to 25+ years old. Approximately 61%
(n=256) of the students were 18 or 19 years old and 29% (n=120) were 20-21 years old.
Approximately 8% (n=34) were 22-24 years old and the remaining 2% (n=7) indicated
being 25 years of age or older. Also, approximately 72% (n=299) of the students
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reported themselves to be first or second-year students and the remaining 28% (n=118)
reported being in their third or fourth-year. Finally, 79.9% (n=333) identified themselves
as being White/Caucasian, 9.8% (n=41) as being African American, 1.9% (n=8) as
Hispanic, 4.6% (n=19) as Asian, .7% (n=3) American Indian or Alaska Native, and 3.1%
(n=13) as Other.
Approximately 51% (n=214) of the participants reported having had one advisor
since beginning enrolled at the University of Kentucky and 36% (n=149) reported having
had two advisors. The remaining 13% (n=54) reported having had three or more advisors
since beginning their studies at the University of Kentucky. Forty-four percent (n=183)
of the participants reported that they met with their advisor at least once in 2012-2013
and the rest % (n=234) reported that they met with their advisor two or more times the
2012-2013 school year.
Procedures
Students completed a pre-survey screener to determine eligibility to participate in
the full study and gain access to the online survey. Students that did not qualify received
a message telling them so and thanking them for their interest and time. Eligible students
were directed to the electronic informed consent form, which detailed the purpose of the
study, the process, the confidential nature of the information, and that they would earn
research credit upon completion. Participants that provided consent by clicking “I agree
to participate” at the bottom of the consent form were redirected to the research survey.
The research survey took approximately 30 minutes to complete.
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Instruments
Instruments are described in this section. First is a description of demographic
questions asked. Second is an explanation of predictor variables. Third is a discussion of
criterion variables.
Demographics
Students were first asked a series of demographic questions (see Appendix A).
Age was measured using one item with six ordinal response categories ranging from
under 18 to 30 and above. Gender was measured using one item with two nominal
response categories: male and female. Ethnicity was measured using one item with six
nominal response categories: American Indian or Alaska Native, African American,
White/Caucasian, Asian or Pacific Islander, Hispanic, and Other. Those that indicated
themselves as “other” could also provide their ethnicity in a drop down box. Academic
standing was measured using one item with four nominal response categories (Freshman,
Sophomore, Junior, and Senior). Students were also asked whether they had (a) one, (b)
two, or (c) three or more advisors. Frequency of advising meetings per semester was
measured using one item with four nominal categories. These were (a) once, (b) twice,
(c) three or more, or (d) I do not meet with my primary advisor.
Predictor Variables
Perceived advisor accommodation was the one primary predictor variable used in
this dissertation study. Advisor accommodation was operationalized using a revised
version of Williams, et al.’s (1997) Intergenerational Accommodation scale The original
12 item 7-point Likert-type scale was revised to include 41 items measured on a 7-point
Likert-type scale. The revised scale added specific advisor accommodating behaviors for
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each of the original 12 items (see Appendix B). An exploratory factor analysis revealed
four sub-scales of accommodation. One item “My advisor forced his/her attention on
me” was removed from the final subscales due to its ambiguity and possible
misunderstanding on the part of the participants. Principal components factor analysis of
the four subscales resulted in a single factor with Eigenvalues >1 (see Tables 3.1-3.4).
The six subscales revealed were advisor attentiveness, advisor inquiry of school-related
content, advisor storytelling, advisor open-mindedness, advisor helpfulness, and advisor
interest in personal issues.
Advisor attentiveness. Advisor attentiveness included 8 items and can be
conceptualized as advisor behaviors that indicate an advisor is listening or paying
attention. Items on this subscale specifically included “seemed distracted,” “made eye
contact,” and “attentive when I spoke.” Principal components factor analysis resulted in
a single factor with an Eigenvalue of 4.348 accounting for 54.35% of the total variance.
Alpha reliability for this subscale was .872 [M = 6.10, SD = .82].
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Table 3.1. Means, Standard Deviations, and Factor Loadings for Advisor Attentiveness
Item
1. Attentive when
I spoke

M

SD

Factor Loading

6.12

1.00

875

2. Make eye contact

6.12

.98

.835

3. Display welcoming
nonverbal behaviors

5.85

1.28

.810

4. Seemed distracted

6.03

1.29

.775

5. Do other work
during my advising
sessions

6.14

1.22

.752

6.Interrupted
frequently

6.08

1.18

.670

7. Understanding of
my goals

5.95

1.12

.663

8. Discussed personal
problems not related
to advising

6.50

.96

.417

Advisor inquiry of school related content. Advisor inquiry of school-related
content included eight items that can be conceptualized as asking questions and
discussing specific school-related information with the advisee. Items on this subscale
included, for example, “asked me if I enjoyed living on/off campus,” “asked me about
how classes were going,” and “praised me for my academic achievements.” A principal
components factor analysis resulted in a single factor with an Eigenvalue of 4.415
accounting for 55.18% of the total variance. Alpha reliability for this subscale was .873
[M = 5.33, SD = 1.19].
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Table 3.2 Means, Standard Deviations, and Factor Loadings for Advisor Inquiry of
School Related Content
Item
1. Praised me for my
academic achievement

M

SD

Factor Loading

5.14

1.66

.774

2. Did not ask me about
my interests outside of
academics

4.58

1.89

.577

3. Asked me about my
extra-curricular
activities

4.64

1.89

.653

4. Willing to find
unknown answers to
questions

6.05

1.13

.557

5. Asked me if I enjoyed
living on/off campus

4.95

1.96

.783

6.Asked me if I was
enjoying the semester

5.76

1.51

.874

7. Asked me about how
my classes were going

6.01

1.26

.820

8. Asked me about my
school life

5.52

1.63

.835

Advisor open-mindedness. Advisor open-mindedness consisted of 15 items that
can be conceptualized as advisor’s being open to topics, discussions, and ways to solve
problems that advisees want to discuss. Items on this subscale specifically included
“positively reinforced my opinions,” “out of touch,” and “not open to my suggestions.”
A principal components factor analysis resulted in a single factor with an Eigenvalue of
7.691 accounting for 51.27% of the total variance. Alpha reliability for this subscale was
.927 [M = 5.91, SD = .91].
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Table 3.3 Means, Standard Deviations, and Factor Loadings for Advisor OpenMindedness
Item
1. Speak to me like I was an equal

M
5.79

SD
1.23

Factor Loading
.667

2. Positively reinforced my
opinions

5.53

1.23

.798

3. Answered all of my questions

6.05

1.13

.788

4. Said things that made me feel
inadequate in some way

5.94

1.29

.673

5. Talk down to me

5.98

1.41

.629

6. Complained about his/her life

6.67

.66

.557

7. Dominated the conversation

5.53

1.53

.615

8. Encouraged me to express my
views/opinions

5.46

1.44

.733

9. Out of touch

5.89

1.37

.755

10. Was supportive

6.07

1.10

.871

11. Did not encourage my
academic goals

6.09

1.35

.588

12. Accommodating to my desires

5.87

1.29

.797

13. Encouraging of my goals

5.94

1.28

.772

14. Not open to my suggestions

5.90

1.40

.703

15. Closed-minded

5.89

1.38

.719

Advisor helpfulness. Advisor helpfulness consisted of 10 items that can be
conceptualized as advisors helping to find answers to questions, offering useful advice,
and being empathetic toward student issues. Items on this subscale included “offered
helpful suggestions about my goals,” “showed empathy toward my personal
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experiences,” and “gave useful advice.” A principal components factor analysis resulted
in a single factor with an Eigenvalue of 4.833 accounting for 48.33% of the total
variance. Alpha reliability for this subscale was .855 [M = 5.67, SD = .95]
Table 3.4. Means, Standard Deviations, and Factor Loadings for Advisor Helpfulness
Item
1. Did not help me
solve my problems

M

SD

Factor Loading

6.10

1.30

.559

2. Suggested campus
resources to help me

5.79

1.36

.519

3. Gave useful advice

5.96

1.14

.728

4. Knowledgeable
about the University
of Kentucky

6.08

1.13

.404

5. Offered helpful
suggestions about my
goals

5.96

1.16

.740

6. Did not interrupt

5.61

1.61

.200

7. Did not act superior

5.13

1.85

.142

8. Complimented me

4.91

1.73

.448

9. Lacking empathy
toward my
experiences

5.67

1.49

.526

10. Showed empathy
toward my personal
experiences

5.46

1.40

.567

Criterion Variables
Three criterion variables helped guide this study. These variables were affect,
cognitive learning, and behavioral intentions.

43

Affect. Affect was operationalized using a revised version of Mottet and
Richmond’s (1998) Affective Learning scale (see Appendix C). The original 12 item 7point Likert-type scale was revised to consist of 12 items to focus the questions
specifically on advising and measured on a semantic differential scale. An exploratory
factor analysis revealed two sub-scales of affect. Principal components factor analysis of
the two subscales resulted in a single factor with Eigenvalues >1 (see Tables 1.5-1.6).
The two subscales revealed were affect toward message content and affect toward
advisor.
Affect toward message content. Affect toward message content consisted of
eight items that can be conceptualized as positive feelings a student has about the content
of the discussions that occurred during the advising session(s). Items on this subscale
included, for example, “My attitude about the content of my advising sessions:
Bad/Good,” and “The likelihood of my developing an ‘appreciation’ for the
content/subject matter in my advising sessions: Likely/Unlikely.” A principal
components factor analysis resulted in a single factor with an Eigenvalue of 5.780
accounting for 72.26% of the total variance. Alpha reliability for this subscale was .943
[M = 5.98, SD = 1.16].
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Table 3.5. Means, Standard Deviations, and Factor Loadings for Affect Toward the
Content of Advising
Item
1. My attitude about the content of my
advising session: Bad:Good

M

SD

Factor Loading

6.15

1.25

.692

2. My attitude about the content of my
advising session: Valuable:Worthless

5.88

1.56

.611

3. My attitude about the content of my
advising session: Unfair:Fair

6.18

1.15

.626

4. My attitude about the content of my
advising session: Negative:Positive

6.14

1.21

.699

5. The likelihood of my developing and
“appreciation” for the content/subject
matter in my advising sessions:
Likely:Unlikely

5.85

1.55

.770

6. The likelihood of my developing and
“appreciation” for the content/subject
matter in my advising sessions:
Impossible:Possible

5.96

1.33

.812

7. The likelihood of my developing and
“appreciation” for the content/subject
matter in my advising sessions:
Probable:Improbable

5.80

1.46

.766

8. My attitude about the content of my
advising session: Would not:Would

5.91

1.36

.803

Affect toward advisor. Affect toward advisor consisted of four items that can be
conceptualized as positive feelings a student has about the advisor. Items on this
subscale included, for example, “My attitude about my primary advisor: Good/Bad.” A
principal components factor analysis resulted in a single factor with an Eigenvalue of
3.292 accounting for 82.31% of the total variance. Alpha reliability for this subscale was
.926 [M = 6.17, SD = 1.23].
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Table 3.6. Means, Standard Deviations, and Factor Loadings for Affect Toward the
Advisor
Item
1. My attitude about my primary
advisor: Good:Bad

M

SD

Factor Loading

6.23

1.34

.886

2. My attitude about my primary
advisor: Worthless:Valuable

6.11

1.36

.803

3. My attitude about my primary
advisor: Fair:Unfair

6.26

1.24

.813

4. My attitude about my primary
advisor: Positive:Negative

6.10

1.49

.790

Cognitive learning. Cognitive learning was operationalized using a revised
version of Frisby and Martin’s (2010) Cognitive Learning scale, which originally
consisted of eight items measured on a five-point Likert-type scale. The revised version
contained 12 items that were geared specifically to an advising context (see Appendix D).
An exploratory factor analysis revealed a single factor with Eigenvalues >1 (see Tables
1.7). The single factor revealed was named Cognitive Knowledge
Cognitive knowledge. Cognitive knowledge included 12 items that can be
conceptualized as an increase of learning and knowledge about advising topics as a result
of advising sessions. Items on this subscale included “I have learned a great deal in my
advising sessions in terms of classes I should take,” and “I have learned a great deal in
my advising sessions in terms of campus resources available to me,” and “My knowledge
has increased since my advising sessions began in terms of why my major is a good fit
for me.” A principal components factor analysis resulted in a single factor with an
Eigenvalue of 6.363 accounting for 63.63% of the total variance. Alpha reliability for this
subscale was .936 [M = 3.91, SD = .84].
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Table 3.7. Means, Standard Deviations, and Factor Loadings for Cognitive Knowledge
Item

Mean

1. I have learned a great deal in my advising sessions in
terms of classes I should take

4.31

Standard Factor
Deviation Loading
.96
.450

2. I have learned a great deal in my advising sessions in
terms of career options once I graduate

3.59

1.56

.648

3. I have learned a great deal in my advising sessions in
terms of campus resources available to me

3.95

1.06

.596

3. I have learned a great deal in my advising sessions in
terms of what my responsibilities are as a student

3.92

1.05

.655

4. I have learned a great deal in my advising sessions in
terms of problem-solving techniques related to my
academic concerns

3.71

1.10

.682

6. I have learned a great deal in my advising sessions in
terms of why my major is a good fit for me

3.61

1.17

.637

7. My knowledge has increased since my advising
sessions began in terms of classes I should take

4.29

.91

.528

8. My knowledge has increased since my advising
sessions began in terms of career options once I graduate

3.70

1.13

.642

9. My knowledge has increased since my advising
sessions began in terms of campus resources available to
me

3.96

1.02

.655

10. My knowledge has increased since my advising
sessions began in terms of what my responsibilities are as
a student

3.86

1.08

.683

11. My knowledge has increased since my advising
sessions began in terms of problem-solving techniques
related to my academic concerns

3.80

1.07

.728

12. My knowledge has increased since my advising
sessions began in terms of why my major is a good fit for
me

3.72

1.08

.633
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Behavioral intentions. Behavioral intentions were measured using nine items
asking about their likelihood to do various behaviors related to advising (see Appendix
E). Each item was measured nominally using the answer options “yes,” “no,” or “my
advisor did not suggest this.” Items on this scale included, for example, “Register for the
classes your advisor suggested,” “Seek information about student support services
suggests by your advisor,” and “Seek information about campus leisure and social
activities.”
Data Analysis
Linear regression was used to test to test H1, H2a, and H2b. Hierarchical
regression was used to test whether cognitive learning was predicted by advisor
accommodation strategies, affect toward message content, and affect toward the advisor.
Hierarchical regression was also used to test whether the accommodation advisor model
significantly predicted behavioral intentions.
Summary
This chapter described the methods employed to test the hypotheses designed to
determine the role of perceived communication accommodation by advisors to influence
positive affect, cognitive learning, and behavioral intention among advisees. Chapter
Four reports results of these analyses.
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CHAPTER FOUR: RESULTS
Linear and hierarchical regressions were performed to test the causal process of
the Accommodation Advisor Model related to affect, cognitive learning, and behavioral
intention of advisees. Table 4.1 consists of descriptive statistics for all variables. Table
4.2 provides a summary of Pearson correlations for all variables.
Table 4.1: Descriptive Table for All Variables

1. Advisor Attentiveness

N
417

Min
2.25

Max
7.00

M
6.09

SD
.83

2. Advisor Inquiry of
School-Related Content

417

1.38

7.00

5.33

1.19

3. Advisor Open-Mindedness

417

1.80

7.00

5.91

.91

4. Advisor-Helpfulness

417

1.20

7.00

5.67

.95

5. Affect Toward the Content
of Advising

417

1.00

7.00

5.98

1.16

6. Affect Toward the
Advisor

417

1.00

7.00

6.17

1.23

7. Cognitive Knowledge

417

1.00

5.00

3.91

.84

8. Behavioral intentions

417

0

9.00

5.74

2.59

49

Adv. Att.

Pearson R

Beh. Int.

Cog. Knw.

Aff. Adv.

Aff.
Content

Adv. Help

Adv. Open

Adv. Inq.

Adv. Att.

Table 4.2 Correlation Matrix for All Variables

1.000

Sig (2tailed)

Adv. Inq.

Adv.
Open

Adv.
Help

Aff.
Content

Aff. Adv.

Cog.
Knw.

Beh. Int.

Pearson R

624

1.000

Sig (2tailed)

.000

Pearson R

.862

.710

Sig (2tailed)

.000

.000

Pearson R

.793

.746

Sig (2tailed)

.000

.000

.000

Pearson R

.680

.536

.743

.695

Sig (2tailed)

.000

.000

.000

.000

Pearson R

.723

.573

.796

.739

.818

Sig (2tailed)

.000

.000

.000

.000

.000

Pearson R

.543

.641

.598

.633

.616

.609

Sig (2tailed)

.000

.000

.000

.000

.000

.000

Pearson R

.312

.525

.399

.454

.399

.361

.498

Sig (2tailed)

.000

.000

.000

.000

.000

.000

.000
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1.000

.884

1.000

1.000

1.000

1.000

1.000

Hypothesis 1
The first hypothesis claimed that cognitive learning would predict behavioral
intentions. The linear regression analysis revealed that cognitive learning was a
significant predictor of behavioral intentions [F (1, 415)=136.783, p<.01; Adj R2 = .246].
Behavioral intentions [t= 11.70, p < .01; β=.498] was significant. Cognitive learning
was positively related to behavioral intentions, and accounted for approximately 25% of
the variance in behavioral intentions. Therefore, the first hypothesis was supported (see
Table 4.3).
Table 4.3 Regression Model of Behavioral intentions
Standardized
Coefficients
β
.498

Model
Behavioral intentions

t
11.70

p.
.000

Figure 4.1 Cognitive Learning as a Predictor of Behavioral intentions

Hypothesis 2a
Hypothesis 2a proposed that communication accommodation by advisor would
predict positive affect toward message content. The linear regression revealed that affect
toward message content was significantly predicted by certain advisor accommodation
strategies [F (3, 413)=177.491, p<.01; Adj R2 = .56]. Advisor open-mindedness [t=5.81,
p < .01; β=.489], advisor helpfulness [t=2.25, p < .05; β=.157], and advisor attentiveness
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[t=2.05, p < .05; β=.133] were significant. Approximately 56% of the variance in affect
toward message content was predicted by these advisor accommodation strategies.
Advisor inquiry of school-related content was not a significant predictor of affect toward
message content. Therefore H2a was partially supported, as illustrated in Table 4.4.
Table 4.4 Regression Model of Advisor Accommodation Strategies
Standardized
Coefficients
Model
Advisor Open-Mindedness

β
.489

t
5.81

p
.000

Advisor Helpfulness

.157

2.25

.025

Advisor Attentiveness

.133

2.05

.041

Figure 4.2 Primary Predictors of Affect Toward the Message Content of Advising
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Hypothesis 2b
Hypothesis 2b claimed that communication accommodation by advisor would
predict affect toward advisor. The linear regression revealed that affect toward advisor
was significantly predicted by certain advisor accommodation strategies [F
(3,413)=248.401, p<.01; Adj R2 = .641]. Advisor open-mindedness [t=7.37, p < .01;
β=.561], advisor helpfulness [t=2.28, p < .05; β=.144], and advisor attentiveness [t=2.13,
p < .05; β=.124], were significant. Affect toward advisor was positively related to advisor
open-mindedness, advisor helpfulness, advisor attentiveness, and 64% of the variance in
affect toward the advisor was predicted by these advisor accommodation strategies.
Therefore H2b was partially supported, as illustrated in Table 4.5.
Table 4.5 Regression Model of Advisor Accommodation Strategies
Standardized
Coefficients
Model
Advisor Open-Mindedness

β
.561

t
7.37

p
.000

Advisor Helpfulness

.144

2.28

.023

Advisor Attentiveness

.124

2.13

.034
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Figure 4.3 Primary Predictors of Affect Toward Advisor

Hypothesis 3
Hypothesis 3 claimed that cognitive learning would be predicted by advisor
accommodation strategies, affect toward message content, and affect toward advisor. The
hierarchical regression revealed that cognitive learning was significantly predicted by
various constructs [F (3,413)=150.328, p<.01; Adj R2 = .519]. Constructs included
advisor inquiry of school-related content [t=9.70, p < .01; β=.407], affect toward message
content [t=4.60, p < .01; β=.275], and affect toward advisor [t=2.45, p < .01; β=.151].
Cognitive learning was positively related to advisor inquiry of school-related content,
affect toward message content, affect toward advisor and 52% of the variance in
cognitive learning was predicted by these accommodation strategies. Advisor openmindedness, advisor helpfulness, and advisor attentiveness were not significant predictors
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of perceived cognitive learning. Therefore the third hypothesis was partially supported,
as illustrated in Table 4.6.
Table 4.6 Regression Model of Cognitive Learning
Standardized
Coefficients
β
.407

t
9.70

p
.000

Affect Toward Message Content
of Advising

.275

4.60

.000

Affect Toward Advisor

.151

2.45

.015

Model
Advisor Inquiry of SchoolRelated Content

Figure 4.4 Primary Predictors of Cognitive Learning

Hypothesis 4
Hypothesis 4 predicted that communication accommodation by the advisor would
significantly predict behavioral intention. The hierarchical regression revealed that
behavioral intentions was significantly predicted by certain factors in the advisor
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accommodation model [F (4,412)=52.022, p<.01; Adj R2 = .33].Advisor inquiry of
school-related content [t=-2.80, p < .01; β=.391], advisor attentiveness [t=6.76, p < .01;
β=-.169], affect toward message the content of advising [t=2.58, p < .05; β=.154], and
cognitive knowledge [t=4.23, p < .01; β=.244] were significant. Some of the constructs
in the advisor accommodation model were positively related to behavioral intentions;
advisor inquiry of school-related content, cognitive knowledge, advisor attentiveness, and
affect toward the content of advising explained 33% of the variance in behavioral
intentions. Therefore the fourth hypothesis was partially supported, as illustrated in
Table 4.7.
Table 4.7 Regression Model of Behavioral Intentions
Standardized
Coefficients
Model
Advisor Inquiry of SchoolRelated Content

β

t

p

.391

-2.80

.005

Advisor Attentiveness

-.169

6.76

.000

Affect Toward Content of
Advising

.154

2.58

.010

Cognitive Knowledge

.244

4.23

.000
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Figure 4.5 Primary Predictors of Behavioral Intentions

Summary
This chapter reported the results of this analysis of perceived communication
accommodation behaviors by professional advisors as predictors of positive affect,
cognitive learning, and behavioral intention. The next chapter discusses conclusions and
implications, as well as limitations and suggestions for future research.
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CHAPTER 5: CONCLUSIONS, IMPLICATIONS, AND RECOMMENDATIONS
The goal of this dissertation study was to provide theoretically-driven empirical
evidence about advising as an instructional communication context where teaching and
learning can occur. More specifically, this research project explored the degree to which
perceived communication accommodation strategies enacted by advisors would predict
positive affect, cognitive learning, and behavioral intentions among advisees. This
chapter offers conclusions and implications drawn from the analysis. Several limitations
are also acknowledged, as well as suggestions for future research.
Conclusions
Several conclusions may be drawn from this examination of advising as an
instructional communication context where teaching and learning can occur. These
conclusions are described as they relate specifically to each of the hypotheses that drove
the analysis. The hypotheses were based on the advisor accommodation model illustrated
on page 40 of this dissertation.
Regarding the first hypothesis, cognitive learning in an advising context did
predict behavioral intentions of advisees and accounted for approximately 25% of the
variance. Cohen (1988) developed a “rule of thumb” for variances with 25% or above
representing a large effect size. Thus, 25% of the variance explained in the first
hypothesis is sufficient to conclude that there is a significant relationship. This
conclusion also provides confirmatory support for the linear model proposed by
Christensen and Menzel (1998) indicating that cognitive knowledge predicts appropriate
behavioral intentions in traditional classroom settings. Moreover, this study extends their
conclusions to reveal that cognitive learning predicts appropriate behaviors not only in a
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traditional classroom, but also in advising as an instructional communication context. In
other words, students do cognitively learn material in advising sessions and indicate that
they will enact the behaviors suggested by advisors as a response to that learning.
The next hypothesis (H2a) claiming that the four advisor accommodation
strategies illustrated in the model would predict advisee affect toward the message
content shared in advising sessions was only partially supported. To clarify, only advisor
open-mindedness, helpfulness, and attentiveness predicted positive affect toward message
content. However, these three strategies accounted for 56% of the variance, which is
quite significant. Advisor inquiry of school-related content was not a significant
predictor of affect toward message content. In other words, although inquiring about
school-related content may be important to learning outcomes achievement, doing so
does not appear to contribute to positive perceptions about message content among
advisees. On the other hand, advisors who want advisees to feel positively about
message content that is discussed during advising sessions ought to accommodate their
verbal and nonverbal communication in ways that convey open-mindedness, helpfulness,
and attentiveness. These conclusions support previous research by Hemwall and Trachte
(2005) contending that advisors should approach difficult advisee issues with an open
mind and by Hunter et al. (2007) that advisors should display attentiveness behaviors to
foster an environment of trust and security.
More specifically, advisors who want advisees to have positive feelings about the
advising session’s message content should be attentive. They should display encouraging
nonverbal behaviors such as making eye contact, not multitasking during an advising
session, and not discussing information outside the scope of the specific advising goals at
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hand. Advisors should be helpful by making suggestions for student improvement,
showing empathy, giving useful advice, pointing students to helpful campus resources,
not interrupting the student, and being knowledgeable about university rules/regulations.
Advisors should be open-minded and positively reinforce advisees’ opinions, speak to
advisees on an equal level, be encouraging and accommodating, stay on topic, and not
dominate the conversation. (The complete list of advisor behaviors for each predictor
variable can be found in chapter 3.)
Interesting to note, however, is the fact that in the final advisor accommodation
model, only advisor attentiveness was a significant predictor of behavioral intention. In
other words, although advisor open-mindedness and advisor helpfulness were both
significant predictors of affect toward message content, they did not end up being
significant predictors of behavioral intentions. Thus, attentiveness appears to be the most
important of the four advisor accommodation behaviors to achieve the ultimate learning
outcome of behavioral learning. This conclusion extends the research conducted in
traditional classrooms (e.g., Rodriguez, Plax, & Kearney, 1996; Sanders & Wiseman,
1990; Waldeck, Plax, & Kearney, 2010) to include attentiveness strategies by advisors as
teachers.
Hypothesis 2b claiming that the four communication accommodation strategies
illustrated in the model and enacted by the advisor would predict positive affect toward
advisor was also partially supported. As was the case for affect toward message content,
advisor open-mindedness, helpfulness, and attentiveness predicted positive affect toward
the advisor and accounted for 64% of the variance, which is also quite significant.
Advisor inquiry of school-related content was not a significant predictor of affect toward
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advisor. Moreover, although these accommodation behaviors lead to positive affect
toward the advisor, affect toward the advisor was not a significant predictor of behavioral
intentions in the final model. Thus, the assumption that advisees need to have positive
feelings about their advisors (i.e., they ought to like them) to make a positive impact on
their learning appears flawed (Waldeck, Plax, & Kearney, 2010). Results of this analysis
suggest, instead, that affect toward message content is a better predictor of behavioral
intentions than affect toward advisor.
Nevertheless, advisors who want advisees to feel positively about the message
content and about them as advisors should understand that advisor open-mindedness,
advisor helpfulness, and advisor attentiveness predicts between 56%-64% of the variance.
Thus, three of the four advisor accommodation strategies do impact affect significantly
even though they don’t predict behavioral intentions. These advisor accommodation
behaviors mirror Giles’s et al’s (1987) extension of CAT by incorporating other
behaviors such as language used, gestures, and discourse patterns that signify
convergence with others. Again, results from this study extend literature claiming that
communication accommodation theory can be used in an instructional context, as well as
further support that advising can function as an instructional communication context.
The third hypothesis provided the first hierarchical regression among
accommodation strategies, affect, and cognitive learning. Hypothesis three claimed that
cognitive learning would be predicted by advisor accommodation strategies, affect
toward message content, and affect toward advisor. Cognitive learning was positively
related to affect toward the message content, affect toward advisor, and advisor inquiry of
school-related content. Approximately 52% of the variance in cognitive learning was
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predicted by these variables. The findings about affect toward message content and
advisor support conclusions drawn by both Rodriquez, Plax, and Kearney (1996) and
Witt, Schrodt, and Turman (2010) that affect is a mediating variable in cognitive learning
among students in traditional classroom instructional communication settings.
Interestingly, this hypothesis presented a significant advisor accommodation behavior not
seen in the previous hypotheses: advisor inquiry of school-related content. The items
within this variable dealt with questions about the advisees’ academic achievements,
interests at school, living on campus, and class progress. This variable had a significant
effect on affect for both advisor and message content, which then predicted cognitive
learning. In other words, advisor inquiry about school-related content was the only
accommodation strategy of four identified in the advisor accommodation model that
linked directly to cognitive learning. Thus, when the intended learning outcome is
cognitive knowledge acquisition, advisors ought to be sure to inquire about school-related
content. If they also want advisees to feel positively about them as advisors and the
content of the material being discussed, they ought to also employ strategies that predict
positive affect (open-mindedness, helpfulness, and attentiveness).
The final hypothesis claimed that the four communication accommodation
strategies illustrated in the model (see page 40) enacted by the advisor would
significantly predict behavioral intention on the part of the advisee as learner. This
hypothesis was also only partially supported. Two of the four advisory accommodation
strategies (inquiry about school-related content and advisor attentiveness), as well as
affect toward message content (but not affect toward advisor) and cognitive knowledge
predicted behavioral intentions and explained 33% of the variance.
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This hypothesis provides support that communication accommodation strategies
enacted by advisors do play a significant role in advisee learning. That is to say there is a
linear relationship between advisor accommodation behaviors, affect, cognitive learning,
and behavioral intentions. This mirrors research by Christensen & Menzel (1998) who
determined that a similar linear relationship exists in traditional classrooms. Thus, certain
advisor accommodation behaviors do influence behavioral intentions and advising can
function as an instructional communication context for teaching and learning.
One specific advisor accommodation strategy that significantly predicts
behavioral intentions is demonstrating attentiveness to students by making eye contact,
head nodding, and smiling, as well as not multitasking during an advising session or
discussing information outside the scope of the discussion at hand. The second advisor
accommodation strategy that significantly predicts behavioral intentions is inquiring
about school-related topics such as offering praise for academic achievements, asking
about how classes are going, and asking about living on campus. Hence, advisors should
enact these strategies to increase the likelihood that students will perform intended
behaviors. These two strategies support Lowenstein’s (2005) claims that when advisees
feel comfortable discussing personal attributes and feelings, advisors are better able to
guide them to make good choices regarding their education. These strategies also support
and extend Christensen & Menzel’s (1998) claims that immediacy behaviors serve as a
catalyst to ultimately predict behavioral intentions not only in traditional classrooms but
also in advising sessions as an instructional communication context.
However, it must not be forgotten that advisees must engage in affect and
cognitive learning before behavioral intentions. Results showed that when advisees
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engaged in the two accommodation strategies described above, the likelihood of positive
affect toward message content increased significantly. Students began to have positive
feelings about the content of the discussions that occurred during the advising session(s)
when advisors engaged in one or both of the accommodation behaviors. The advisor
accommodation behaviors predicted positive affect toward the message content which
predicted the cognitive learning that students gained from the session(s). The knowledge
students perceived themselves to have gained from advising was knowledge about classes
needed, various campus resources available to the student, why the major they chose was
the best fit for their current and future goals, and so forth. This linear progression is what
ultimately led students to report behavioral intentions of registering for suggested
courses, using suggested resources, seeking out tutoring services, and so forth.
This study supports the argument that communication accommodation theory can
be used to explain teaching and learning processes in advising as an instructional
communication context. Like traditional classroom teachers, students expect advisors to
be “personable and engaging” (Witt, Schrodt, & Turman, 2010, p. 209). Using this
theory within an advising context provides further support that advisor convergence can
lead to multiple learning outcomes.
Implications
Conclusions drawn from this analysis give rise to several implications for
professional advisors in higher education. These implications are described in terms of
communication strategies and advisor training.
First, if advisors are to act as teachers, they ought to be encouraged to employ the
accommodation strategies that are more likely to lead to intended learning outcomes.
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Advisors can use both advisor attentiveness and advisor inquiry about school-related
content to increase the likelihood of affect toward the message content, cognitive
learning, and ultimately behavioral intentions. Advisors can be encouraged to engage in
welcoming nonverbal communication, sit close to students during meetings, make eye
contact, and keep from being distracted by other work. Advisors can be advised to ask
students about how specific classes and the semester in general are going, as well as
praising academic achievements. These kinds of strategies may significantly improve the
chances that students will perform the behaviors requested of them by advisors.
Second, to successfully transform the culture of advising from a focus solely on
planning for registration to that of a true teaching and learning environment, training
programs for advisors ought to be developed and implemented. According to Gordan,
Habley, and Grites (2000), three primary goals ought to guide the advisor training
programs. The first goal focuses on interpersonal communication skills. This goal
should address what skills “advisors need to relate effectively with their advisees”
(Gordan, Habley, & Grites, 2000, p. 293). As Koring (2013) argue, however, such
programs must be time and cost efficient. In other words, “the trainer must make every
minute count [and]consider carefully what material really must be presented in face-toface workshops.” (p. 1). The results from this dissertation study provide a starting point
for developing effective training programs that are also both time and cost effective.
Limitations
Several limitations of this study ought to be acknowledged. First, the results from
one study at one university may not be generalizable to other universities. One cannot
presume that the same results would be found in replicated studies at other institutions.
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In addition, the homogeneity of participants could have biased the results, considering
that the majority of students were Caucasian and freshmen.
Due to the cross-sectional design of the study, participants’ answers may have
been based on only one meeting with an advisor. Because this study points out the
importance of the relationship between advisor and advisee, it may be more beneficial to
collect data when participants have had an opportunity to meet with their advisor on
several occasions.
The data for this study came from an online survey that was not conducted in a
controlled environment. Consequently, participants may have taken the survey in a
distracting environment or may not have given enough consideration to each question.
Moreover, this dissertation relied on self-report data. The retrospective nature of the
questions could have made it difficult for some participants to answer if they could not
recall advisor’s specific behaviors within those session(s).

However, self-report data

was necessary in this study because advisors can converge their topics, behaviors, etc. in
ways that they believe will influence learning outcomes, but in order to measure this,
advisees’ perceptions had to be collected.
Finally, behavioral intentions do not necessarily equate to enacted behaviors.
Although the researcher acknowledged that behavioral intentions were the means by
which behavioral learning was measured, this cannot serve as proof that advisees actually
performed the intended behaviors. Future research should assess whether the behaviors
in question are actually being performed and whether they are performed as a result of
what goes on in advising sessions.
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Suggestions for Future Research
Conclusions drawn from this dissertation study give rise to several suggestions for
future research. First, a replication of this study should be conducted with a variety of
universities to establish whether the results are generalizable. Also, behavioral intentions
should be replaced with actual behaviors performed to assess whether students actually
follow through with their advisors’ suggestions. In addition, when students do not
perform the behaviors suggested by advisors, collecting data indicating why they do not
do so might provide meaningful insight for advisors. That is, such data might reveal
ways in which advisors ought to modify existing communication strategies so advisees
will follow through with engaging in various behaviors.
If advisor training programs are developed as a result of this research, possible
research questions could include whether advisees are assigned to advisors who
participate in specialized accommodation training will report higher levels of satisfaction,
student engagement, self-efficacy of certain traits, and perception of self-reported
learning than advisees whose advisors have not been educated through formal training.
Other studies also might be grounded in other theories to gain additional
understanding about the ways in which teaching and learning may occur in an advising
context. One particular theory that could prove fruitful is knowledge acquisition theory.
Knowledge acquisition theory attempts to explain how students gain knowledge in
particular settings. For a student to acquire knowledge concerning a particular subject, a
message about the topic must be sent. This message provides the catalyst for knowledge
acquisition to take place (Trader, 2007). Using the two primary advisor accommodation
strategies that predict behavioral intentions as the message, using KAT could provide a
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useful explanation of how students acquire knowledge not just that they acquire it. Also,
knowledge acquisition theory does not assume that a traditional classroom instructor is
the only source of the message, nor does is assume that a single channel is necessary for
knowledge acquisition to occur. It follows, then, that advisors could present the messages
that encourage students to perform various behaviors.
Summary
Academic advising can in fact be a teaching and learning environment. What has
been presented in this dissertation is a solid connection between advising and teaching
and learning. It applies communication accommodation theory to understand
representations of student learning within a learning-centered advising relationship.
Learning in an academic advising context occurs when advisors accommodate
their communication in ways that encourage various types of advisee learning. Student
learning in advising is not simply learning information and regurgitating it. Rather, it
occurs when advisees use the information acquired to fulfill goals. Alfred North
Whitehead (1929) once stated that “education is the acquisition of the art of the
utilization of knowledge” (p. 1). Perhaps Whitehead had it right not only in traditional
classroom settings but in the context of academic advising, as well.
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Appendix A: Demographic Measures
First, we need to ask you a few demographic questions so that we can describe the
characteristics of the sample.
1.) What is your age?
a. Younger than 18
b. 18-19
c. 20-21
d. 22-24
e. 25-29
f. 30 and over
2.) What is your ethnicity? (Check all that apply)
a. American Indian or Alaska Native
b. African-American
c. Asian or Pacific Islander
d. Caucasian/White
e. Hispanic
f. Other
3.) What is your gender?
a. Male
b. Female
4.) What is your academic standing?
a. Freshman
b. Sophomore
c. Junior
d. Senior
e. Graduate
5.) How many semester have you completed at the University of Kentucky?

6.) What is your cumulative GPA?
a. <2.00
b. 2.00-2.49
c. 2.5-2.99
d. 3.00-3.49
e. >3.5
f. I’m not sure
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7.) How many advisors have you had at the University of Kentucky?
a. One
b. Two
c. Three or more
8.) How often do you meet with your primary advisor each semester?
a. Once
b. Twice
c. Three or more times
9.) What is your major?

10.) If you are undeclared, what major/majors are you considering? If you are not
undeclared, please write N/A.
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Appendix B: Revised Accommodation Scale (Williams & Giles, 1996)

Next, please think about conversations you
have had with your primary
advisor. Please rate the conversations that
you have had with your primary
advisor. During conversations in general,
I have found my primary advisor to be:
Closed-minded
Not open to my suggestions
Encouraging of my goals
Accommodating to my desires
Why did you answer as you did?

Strongly ---------------------------- Strongly
Disagree
Agree

1
1
1
1

2
2
2
2

3
3
3
3

4
4
4
4

5
5
5
5

6
6
6
6

7
7
7
7

Out of touch
Knowledgeable about University of
Kentucky
Willing to help find unknown answers to
questions
Lacking empathy toward my experiences
Understanding of my goals
Why did you answer as you did?

1
1

2
2

3
3

4
4

5
5

6
6

7
7

1
1
1

2
2
2

3
3
3

4
4
4

5
5
5

6
6
6

7
7
7

Complained about his/her life
Discussed personal problems not related to
advising
Seemed interested in me
Seemed distracted
Why did you answer as you did?

1

2

3

4

5

6

7

1
1
1

2
2
2

3
3
3

4
4
4

5
5
5

6
6
6

7
7
7

Told interesting stories
Shared stories unrelated to topic
Shared humorous anecdotes
Shared personal stories I could relate to
Why did you answer as you did?

1
1
1
1

2
2
2
2

3
3
3
3

4
4
4
4

5
5
5
5

6
6
6
6

7
7
7
7
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Was supportive
Did not encourage my academic goals
Showed empathy toward my personal
experiences
Offered helpful suggestions about my goals
Why did you answer as you did?

1
1

2
2

3
3

4
4

5
5

6
6

7
7

1
1

2
2

3
3

4
4

5
5

6
6

7
7

Gave useful advice
Answered all of my questions
Suggested campus resources to help me
Did not help me solve my problems
Why did you answer as you did?

1
1
1
1

2
2
2
2

3
3
3
3

4
4
4
4

5
5
5
5

6
6
6
6

7
7
7
7

Attentive when I spoke
Displayed welcoming nonverbal behaviors
Made eye contact
Did other work during my advising session
Why did you answer as you did?

1
1
1
1

2
2
2
2

3
3
3
3

4
4
4
4

5
5
5
5

6
6
6
6

7
7
7
7

Did not act superior
Talked down to me
Spoke to me like I was an equal
Did not interrupt
Why did you answer as you did?

1
1
1
1

2
2
2
2

3
3
3
3

4
4
4
4

5
5
5
5

6
6
6
6

7
7
7
7

Asked me about my personal life
Asked me about my support system
Did not ask me about my interests outside
of academics
Asked me about my extra-curricular
activities
Why did you answer as you did?

1
1

2
2

3
3

4
4

5
5

6
6

7
7

1

2

3

4

5

6

7

1

2

3

4

5

6

7
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Complimented me
Praised me for my academic achievements
Said things that made me feel inadequate in
some way
Positively reinforced my opinions
Why did you answer as you did?

1
1

2
2

3
3

4
4

5
5

6
6

7
7

1
1

2
2

3
3

4
4

5
5

6
6

7
7

Asked me about my school life
Asked me how my classes were going
Asked me if I was enjoying the semester
Asked me if I enjoyed living on/off campus
Why did you answer as you did?

1
1
1
1

2
2
2
2

3
3
3
3

4
4
4
4

5
5
5
5

6
6
6
6

7
7
7
7

Forced his/her attention on me
Encouraged me to express my
views/opinions
Interrupted frequently
Dominated the conversation
Why did you answer as you did?

1

2

3

4

5

6

7

1
1
1

2
2
2

3
3
3

4
4
4

5
5
5

6
6
6

7
7
7
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Appendix C: Affective Learning Scale (Mottet & Richmond, 1998)
Next, please think about the conversations you have had with your primary advisor this
semester. Please rate the conversations that you have had with your primary advisor.
My attitude about the content of my advising sessions:
Bad

Good

Valuable

Worthless

Unfair

Fair

Negative

Positive

The likelihood of my developing an "appreciation" for the content/ subject matter in my
advising sessions:
Likely

Unlikely

Impossible

Possible

Probable

Improbable

Would Not

Would

In "real life" situations, my likelihood of actually recalling and using some of the
information from my advising sessions:
Likely

Unlikely

Impossible

Possible

Probable

Improbable

Would Not

Would

Outside the classroom, my likelihood of actually enjoying discussing some of what I have
learned in my advising sessions with others:
Likely

Unlikely

Impossible

Possible

Probable

Improbable

Would Not

Would
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My attitude about my primary advisor:
Good

Bad

Worthless

Valuable

Fair

Unfair

Positive

Negative
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Appendix D: Revised Cognitive Learning Scale (Frisby & Martin, 2010)
Please indicate how much you agree with
each of the following statements:

Strongly --------------------------Strongly
Disagree
Agree

I have learned a great deal in my advising
sessions in terms of:
Classes I should take

1

2

3

4

5

Career options once I graduate

1

2

3

4

5

Campus resources available to me

1

2

3

4

5

Why my major is a good fit for me

1

2

3

4

5

What my responsibilities are as a student (e.g.,

1

2

3

4

5

1

2

3

4

5

Classes I should take

1

2

3

4

5

Career options once I graduate

1

2

3

4

5

Campus resources available to me

1

2

3

4

5

Why my major is a good fit for me

1

2

3

4

5

What my responsibilities are as a student (e.g.,

1

2

3

4

5

1

2

3

4

5

going to class on time, studying for exams, not
procrastinating, being respectful of my superiors,
maintaining an acceptable GPA)

Problem-solving techniques related to my
academic concerns (e.g., what to do if I am failing
a course, getting a low grade, have test anxiety)

My knowledge has increased since my
advising sessions began in terms of:

going to class on time, studying for exams, not
procrastinating, being respectful of my superiors,
maintaining an acceptable GPA)

Problem-solving techniques related to my
academic concerns (e.g., what to do if I am failing
a course, getting a low grade, have test anxiety)
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I can clearly recall information from my
advising sessions in terms of:
Classes I should take

1

2

3

4

5

Career options once I graduate

1

2

3

4

5

Campus resources available to me

1

2

3

4

5

Why my major is a good fit for me

1

2

3

4

5

What my responsibilities are as a student (e.g.,

1

2

3

4

5

1

2

3

4

5

Classes I should take

1

2

3

4

5

Career options once I graduate

1

2

3

4

5

Campus resources available to me

1

2

3

4

5

Why my major is a good fit for me

1

2

3

4

5

What my responsibilities are as a student (e.g.,

1

2

3

4

5

1

2

3

4

5

Classes I should take

1

2

3

4

5

Career options once I graduate

1

2

3

4

5

going to class on time, studying for exams, not
procrastinating, being respectful of my superiors,
maintaining an acceptable GPA)

Problem-solving techniques related to my
academic concerns (e.g., what to do if I am failing
a course, getting a low grade, have test anxiety)

I would be unable to use the information from
my advising sessions in terms of:

going to class on time, studying for exams, not
procrastinating, being respectful of my superiors,
maintaining an acceptable GPA)

Problem-solving techniques related to my
academic concerns (e.g., what to do if I am failing
a course, getting a low grade, have test anxiety)

I have learned nothing from my advising
sessions in terms of:
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Campus resources available to me

1

2

3

4

5

Why my major is a good fit for me

1

2

3

4

5

What my responsibilities are as a student (e.g.,

1

2

3

4

5

1

2

3

4

5

Classes I should take

1

2

3

4

5

Career options once I graduate

1

2

3

4

5

Campus resources available to me

1

2

3

4

5

Why my major is a good fit for me

1

2

3

4

5

What my responsibilities are as a student (e.g.,

1

2

3

4

5

1

2

3

4

5

going to class on time, studying for exams, not
procrastinating, being respectful of my superiors,
maintaining an acceptable GPA)

Problem-solving techniques related to my
academic concerns (e.g., what to do if I am failing
a course, getting a low grade, have test anxiety)

I can see clear changes in my understanding
from my advising sessions in terms of:

going to class on time, studying for exams, not
procrastinating, being respectful of my superiors,
maintaining an acceptable GPA)

Problem-solving techniques related to my
academic concerns (e.g., what to do if I am failing
a course, getting a low grade, have test anxiety)

I am unable to recall what I learned in my
advising sessions in terms of:
Classes I should take

1

2

3

4

5

Career options once I graduate

1

2

3

4

5

Campus resources available to me

1

2

3

4

5

Why my major is a good fit for me

1

2

3

4

5
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What my responsibilities are as a student (e.g.,

1

2

3

4

5

1

2

3

4

5

Classes I should take

1

2

3

4

5

Career options once I graduate

1

2

3

4

5

Campus resources available to me

1

2

3

4

5

Why my major is a good fit for me

1

2

3

4

5

What my responsibilities are as a student (e.g.,

1

2

3

4

5

1

2

3

4

5

going to class on time, studying for exams, not
procrastinating, being respectful of my superiors,
maintaining an acceptable GPA)

Problem-solving techniques related to my
academic concerns (e.g., what to do if I am failing
a course, getting a low grade, have test anxiety)

I did not understand what I learned in my
advising sessions in terms of the following:

going to class on time, studying for exams, not
procrastinating, being respectful of my superiors,
maintaining an acceptable GPA)

Problem-solving techniques related to my
academic concerns (e.g., what to do if I am failing
a course, getting a low grade, have test anxiety)
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Appendix E: Behavioral Learning Scale
Please indicate whether you will do the
following as a result of your advising session?
Register for the classes your advisor suggested

No---------------Yes----------My advisor did
not suggest this
1

2

3

1

2

3

1

2

3

1

2

3

If no, why?
Seek information about student support
services as suggested by your advisor
If yes, in what ways will you seek this
information? Check all that apply.
Visit UK’s website
Visit in person
Call on telephone
Email
Ask Friends
Other
If no, why?
Seek tutoring opportunities as suggested by
your advisor
If yes, in what ways will you seek this
information? Check all that apply.
Visit UK’s website
Visit in person
Call on telephone
Email
Ask Friends
Other
If no, why?
Seek more information about departments that
house potential minors/double-majors
If yes, in what ways will you seek this
information? Check all that apply.
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Visit UK’s website
Visit in person
Call on telephone
Email
Ask Friends
Other
If no, why?
Seek more information for studying abroad

1

2

3

1

2

3

1

2

3

If yes, in what ways will you seek this
information? Check all that apply.
Visit UK’s website
Visit in person
Call on telephone
Email
Ask Friends
Other
If no, why?
Seek more information about internship
opportunities
If yes, in what ways will you seek this
information? Check all that apply.
Visit UK’s website
Visit in person
Call on telephone
Email
Ask Friends
Other
If no, why?
Seek information about career/graduate school
opportunities
If yes, in what ways will you seek this i
nformation? Check all that apply.
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Visit UK’s website
Visit in person
Call on telephone
Email
Ask Friends
Other
If no, why?
Seek information about campus leisure and
social activities

1

2

3

1

2

3

If yes, in what ways will you seek this
information? Check all that apply.
Visit UK’s website
Visit in person
Call on telephone
Email
Ask Friends
Other
If no, why?
Seek more information about services on how
to adjust to the academic demands of college
If yes, in what ways will you seek this
information? Check all that apply.
Visit UK’s website
Visit in person
Call on telephone
Email
Ask Friends
Other
If no, why?

82

REFERENCES
Altstaedter, L. L. (2007). What the best college teachers do (review). International
Journal of Teaching and Learning in Higher Education, 19(3), 336-337.
Bain, K. (2004). What the best college teachers do. Cambridge, MA: Harvard University
Press.
Bandura, A. (1969). Principles of behavior modification. New York: Rinehart &Winston.
Baron, R. M., & Kenny, D. A. (1986). The moderator-mediator variable distinction in
social psychological research: Conceptual, strategic, and statistical
considerations. Journal of Personality and Social Psychology, 51, 1173-1182.
Baxter Magolda, M. B. (2000). Teaching to promote holistic learning and development.
In M. B. Baxter Magolda (Ed.), Teaching to promote intellectual and personal
maturity: Incorporating students; worldviews and identities into the learning
process. San Francisco, CA: Josey-Bass.
Bloom B. S. (1956). Taxonomy of educational objectives, handbook I: The cognitive
domain New York: David McKay Co Inc.
Boyer, E. L. (1987). College: The undergraduate experience in America. New York, NY:
Harper and Row.
Broome, B. J. (1983). The attraction paradigm revisited: Responses to dissimilar others.
Human Communication Research, 10, 137-152.
Carney, C. G., Savitz, C. J., & Weiskott, G. N. (1979). Student’s evaluations of a
university counseling center and their intentions to use its programs. Journal of
Counseling Psychology, 26(3), 242-249.

83

Chemers, M. M., Hu, L., & Garcia, B. F. (2001). Academic self-efficacy and first year
college
student performance and adjustment. Journal of Educational Psychology, 93(1),
55-64.
Chickering, A. W. (1994). Empowering lifelong self-development. NACADA Journal,
14(2), 5053.
Christensen, L. J., & Menzel, K. E. (1998). The linear relationship between student
reports of
teacher immediacy behaviors and perceptions of state motivation, and of
cognitive, affective, and behavioral learning. Communication Education, 47(1),
82-90.
Clark, D. (1999). Bloom’s taxonomy of learning domains. Retrieved
from www.sullivan.edu.
Clark, R. A. (2002). Learning outcomes: The bottom line. Communication Education,
51, 396404.
Cohen, J. (1988). Statistical power analysis for the behavioral sciences. Hillsdale, N.J:
Erlbaum
Associates INC.
Crockett, D. S. (1985). Academic advising. In L. Noel, R. Levitz, D. Saluri &
Associates, Increasing student retention: Effective programs and practices for
reducing the drop out rate. San Francisco, CA: Jossey-Bass.

84

Crockett, D. S. (1978). Academic advising: A cornerstone of student retention. New
Directions for Student Services, 1978(3), 29-35.
Crookston, B. B. (1972). A developmental view of academic advising as teaching.
Journal of College Student Personnel, 13, 12-17.
Curry, L. (1983, April). An organization of learning styles theory and constructs.
Presentation presented at the American Educational Research Association Annual
Meeting, Montreal, Canada.
Cuseo, J. (n.d.). Academic advisement and student retention: Empirical connections &
systemic interventions. Retrieved from http://www.uwc.edu/administration/
academicaffairs/esfy/cuseo/Academic%20Advisement%20and%20Student%20Re
tention.doc
Daller, M.L., Creamer, E.G., & Creamer, D.G. (1997). Advising styles observable in
practice: Counselor, scheduler, and teacher. NACADA Journal, 17 (2), 31 - 38.
Donnelly, J. E. (2009). Is academic advising a form of teaching? Retrieved from
http://profpost.uc.edu/2009/02/is-academic-advising-a-form-of-teaching/
Drake, J. K. (2011). The role of academic advising in student retention and persistence.
About Campus, 16(3), 8-12.
Elen, J., & Lowyck, J. (2000). Instructional metacognitive knowledge: A qualitative
study on conceptions of freshmen about instruction. Journal of Curriculum
Studies, 32, 421–444.
Ensign, R. L. (2010, December 5). Fast gainers: 4 ways that colleges have raised
graduation rates. The Chronicle of Higher Education, pp. 1. Retrieved
from http://chronicle.com/article/4-Ways-to-Raise-Graduation/125613/

85

Fasset, D. L., Warren, J. T. (Eds.). (2010). Sage handbook of communication and
instruction. Los Angeles, CA: Sage.
Fishbein, M. & Ajzen, I. (1975). Belief, attitude, intention, and behavior: An introduction
to theory and research. Reading, MA: Addison-Wesley.
Frisby, B. N., & Martin, M. M. (2010). Instructor-student and student-student rapport in
the classroom. Communication Education, 59(2), 146-154.
Gallois, C., & Callan, V. J. (1991). Interethnic accommodation: The role of norms. In H.
Giles, J. Coupland, & N. Coupland (Eds.), Contexts of accommodation (245-270).
New York, NY: Cambridge University Press.
Gallois, C., Franklyn-Stokes, A., Giles, H., & Coupland, N. (1988). Communication
accommodation in intercultural encounters. In Y. Kim & W. B. Gudykunst
(Eds.), Theories in intercultural communication (pp. 157-185). Newbury Park,
CA: Sage.
Giles, H. (2008). Accommodating translational research. Journal of Applied
Communication Research, 36(2), 121-127.
Giles, H. (1973). A model and some data. Anthropological Linguistics, 15(2), 87-105.
Giles, H., Coupland, N., & Coupland, J. (1991). Accommodation theory:
Communication, context, and consequence. In H. Giles, J. Coupland, & N.
Coupland (Eds.), Context of accommodation: Developments in applied
sociolinguistics (pp. 1-69). Cambridge: Cambridge University Press.
Giles, H., Mulac, A., Bradac, J. J., & Johnson, P. (1987). Speech accommodation theory:
The first decade and beyond. Communication Yearbook, 10, 13-48.

86

Giles, H., & Smith, P. (1979). Accommodation theory: Optimal levels of convergence. In
H.
Giles, & R. N. St. Clair (Eds.), Language and social psychology (45-65).
Baltimore, MD: Basil Blackwell.
Gordon, V. N., Habley, W. R., & Grites, T. J. (2000). Academic advising: A
comprehensive
handbook. San Francisco, CA.: Jossey-Bass.
Hemwall, M. K., & Trachte K. C. (2005). Academic advising as learning: 10 organizing
principles. NACADA Journal, 25(2), 74-83.
Hunter, K. S. (1997). A study of the relationships between alumni giving and selected
characteristics of alumni donors of Livingstone College. (Doctoral Dissertation,
Fayetteville State University).
Hunter, M. S., McCalla-Wriggens, B., & White, E. R. (2007). Academic advising: New
insights
for teaching and learning in the first year. Columbia, SC: University of South
Carolina (NACADA).

Ignelzi, M. (2000). Meaning-making in the learning and teaching process. In M.B.
Baxter
Magolda (Ed.), Teaching to promote intellectual and personal maturity:
Incorporating students’ worldviews and identities into the learning process. San
Francisco, CA: Josey:Bass.

87

Kolb, D. A. (1981). Learning styles and disciplinary differences. In A.W.C.A. Associates
(Eds.), The Modern American College. San Francisco, CA: Jossey Bass.
Koring, H. (2013). Advisor training and development. Retrieved from
http://www.nacada.ksu.edu/
Kramer, G.L., Arrington, N.R., & Chynoweth, B. (1985). The academic advising center
and faculty advising: A comparison. NASPA Journal, 23(1), 24 - 35.
Krathwohl, D. R., Bloom, B. S., & Masia, B. B. (1973). Taxonomy of educational
objectives, the classification of educational goal, handbook II: Affective
domain. New York, NY: David McKay Co., Inc.
Lowenstein, M. (2005). If advising is teaching, what do advisors teach? The NACADA
Journal, 25(2), 67-73.
Mottet, T. P., & Richmond, V. P. (1998). Newer is not necessarily better. A
reexamination of affective learning measurement. Communication Research
Reports, 15, 370-378.
Nadler, M.K., & Nadler, L.B. (1993). The influence of student sex and instructor sex on
academic advising communication. Journal on Excellence in College Teaching, 4,
119 - 130.
National Academic Advising Association. (2006). NACADA concept of academic
advising. Retrieved from http://www.nacada.ksu.edu/Clearinghouse/Advising
Issues/Concept-Advising.htm
NIE Study Group. (1984). Involvement in learning: Realizing the potential of American
higher education. Washington D.C.: U.S. Government Printing Office.
Noel-Levitz (2009). 2009 national research report: Academic advising highly important

88

to students. Retrieved from https://www.noellevitz.com/documents/shared/
Papers_ and_ Research/2009/AcademicAdvisingHighlyImportant09.pdf
Pascarella, E. T., and Terrenzini, P.T. (1991). How College Affects Students. San
Francisco: Jossey-Bass.
Pizzolato, J. E. (2008). Advisor, teacher, partner: Using the learning partnerships model
to reshape academic advising. About Campus, 13(1), 18-25.
Reynolds, M. (2003). Faculty advising at small colleges: Realities and responses. In M.
K. Hemwall & K. C. Trachte (Eds.), Advising and learning: Academic advising
from the perspective of small colleges and universities. Manhattan, KS: National
Academic Advising Association.
Rodriguez, J.I., Plax, T.G., Kearney, P. (1996). Clarifying the relationship between
teacher nonverbal immediacy and student cognitive learning: Affective learning
as the central causal mediator. Communication Education, 45, 293-305.
Saleh, A., Lamkin, M. L., & Cox, D. W. (2010). The role of higher education in America:
A spa or a smorgasbord? Retrieved from http://www.academicleadership.org/
article/The_Role_of_Higher_Education_in_America
Sanders, J. A. & Wiseman, R. L. (1990). The effects of verbal and nonverbal teacher
immediacy on perceived cognitive, affective, and behavioral learning in the
multicultural classroom. Communication Education, 39, 341-353.
Smith, M. R. (2005). Personalization in academic advising: A case study of components
and structure. Retrieved from http://www.eric.ed.gov/PDFS/ED490396.pdf.
Sprague, (2002). The spiral continues. Communication Education, 51(4), 337-354.
Street, R. L. (1991a). Accommodation in medical consultations. In H. Giles, J. Coupland,

89

& N. Coupland (Eds.), Contexts of accommodation (pp. 131-155). Cambridge:
Cambridge University Press.
Street, R. L., & Giles, H. (1982). Speech accommodation theory: A social cognitive
approach to language and speech behavior. In M. Roloff & C. R. Berger (eds.),
Social cognition and communication (193-226). Beverly Hills, CA: Sage.
Trader, R. J. (2007).Instructional communication matters: A test of knowledge
acquisition theory (KAT) from a message-oriented receiver perspective. (Doctoral
dissertation, University of Kentucky).
Turner, L. H.; West, R. (2010). Introducing communication theory: Analysis and
application (4th ed.). New York, NY: McGraw-Hill.
University of Kentucky (2011). Undergraduate studies. Retrieved from
http://www.uky.edu/US/advising.html
University of Missouri. (2011). Undergraduate advising. Retrieved from
http://advising.missouri.edu/about/types.html
Vinson, (n.d.) Learning domains and delivery of instruction. Retrieved from
http://pixel.fhda.edu
Violand, L. T. (1998). An analysis of donors $10,000 or more to the $75 million
campaign at the George Washington University. (Doctoral Dissertation, The
George Washington University).
Wadden, A.T., & Herzog, M.B. (1982). "Boning up" on advising: Assessing and
renewing advising effectiveness at a private university. Journal of College
Student Personnel, 23, 454-459.
Wade, B., & Yoder, E. P. (1995). The professional status of teachers and academic

90

advisors. It Matters. In A. G. ReinarZ & E. R. White (Eds.), Teaching through
academic advising: A faculty perspective. San Francisco, CA: Jossey-Bass.
Waldeck, J. H., Plax, T. G., & Kearney, P. (2001). The state of the art in instructional
communication research. In W. R. Gudykunst (Ed.), Communication Yearbook
24 (p. 207-230). Thousand Oaks, CA: Sage.
Waldeck, J. H., Plax, T. G., & Kearney, P. (2010). Philosophical and methodological
foundations of instructional communication. In D. L. Fasset & J. T. Warren
(Eds.), Sage handbook of communication and instruction (pp. 161–179). Los
Angeles, CA: Sage.
Whitehead, A. N. (1929). The aims of education. Retrieved from
http://www.anthonyflood.com/whiteheadeducation.htm
Williams, A., Ota, H., Giles, H., Pierson, H. D., Gallois, C., Ng, S., Lim, T., Ryan, E. B.,
Somera, L., Maher, J., Cai, D., & Harwood, J. (1997). Young people’s beliefs
about intergenerational communication: An initial cross-cultural comparison.
Communication Research, 24, 370-393.
Winston, R., Miller, T., Ender, S., Grites, T. & Assoc. (1984). Developmental Academic
Advising. San Francisco, CA: Jossey-Bass, Inc.
Witt, P. L., Schrodt, P., & Turman, P. D. (2010). Instructor immediacy. In D. L. Fassett,
J. T. Warren (Eds.), The SAGE handbook of communication and instruction (201219). Thousand Oaks, CA: SAGE Publications Inc.

91

Vita
Schyler B. Simpson
EDUCATION

_

M.A. (Communication), 2007 (Admitted into the program through University Scholars
Program), University of Kentucky
B. S. (Communication), 2007, University of Kentucky
RELEVANT PREVIOUS EMPLOYMENT
Student Employee, Visitor’s Center, University of Kentucky, August 2004-May 2006
Teaching Assistant, Department of Communication, University of Kentucky, August
2006-May 2007; August 2009-May 2012
CURRENT EMPLOYMENT
Faculty Advisor, Department of Communication, University of Kentucky, August 2012Present
Academic Advisor, Department of Communication, University of Kentucky, August 2012Present
AWARDS/HONORS
Graduated Summa Cum Laude (2007)
Graduated with Communication Department Honors (2007)
Honor Roll (2002-2007)
RESEARCH INTERESTS
Head, K. J., & Simpson, S. B. (2011). “Can I trust this person to sort of go with me?”
A Look at the Decision-Making Process of Choosing a Doctoral Advisor. (Under
Review).
Kaufmann, R., Simpson, S. B., & Lash, B. (2011). “We’ve got a situation here”:
Portrayal and discussion of sexual behaviors on Jersey Shore. (Under Review).
Simpson, S. B. (2011). “Teacher messages and their effects on student notetaking
behaviors.” (Under Review).

92

